
DOCUMENT RESUME

ED 090 703 EC 061 501

AUTHOR Knoblock, Peter; And Others
TITLE Preparing Humanistic Teachers for Troubled

Children.
INSTITUTION Syracuse Univ., N.Y. Div. of Special Education and

Rehabilitation.
SPONS AGENCY Bureau of Education for the Handicapped (DHEW/OE),

Washington, D.C.
PUB DATE an 74
GRANT OEG -0 -71 -3576 (603)
NOTE 142p.

EDRS PRICE MF-$0.75 HC-$6.60 PLUS POSTAGE
DESCRIPTORS Adolescents; Community Resources; *Curriculum

Development; Disadvantaged Youth; Educational
Philosophy; Elementary School Students; *Emotionally
Disturbed; *Exceptional Child Education; Open
Education; *Program Descriptions; Program Evaluation;
Psychoeducational Processes; *Teacher Education;
Urban Environment

ABSTRACT
The 4-year experimental project of Syracuse

University to prepare special teachers for work with troubled 5- to
18-year-old inner city children focused on the individual growth of
trainees who practiced in two public elementary schools, a campus
based school, and a neighborhood boy's club. The project's
psychoeducational philosophy led to creation of an environmental
model that the trainee could later utilize as a teacher. Trainees
were selected on bases such as willingness to explore self-learning
needs and commitment to children (not their label) in the inner city.
Training year phases included definition of group and individual
goals (in seminars and discussion), observation of school activities,
and creation of an experientially based curriculum with aspects such
as trainee-kept logs of activities, materials used, specific children
and outcomes. Trainees interacted with 17 categories of support
systems such as resource teachers, probation officers, parents, and
agencies; worked with disruptive children excluded (from school), and
passive/withdrawn; and implemented open education aspects such as
responding to children's feelings of loss of control and
inadequacies. Staff members served in roles such as resource leaders
and supervisors of feedback. Yearly evaluation was based on trainees'
growth, children's growth, and description of the school environment.
Program outcomes included recognition of trainees' problems in areas
such as mutual trust and self reliance, later employment of graduates
in open classroom's, and the impossibility of continuing the project
in public schools after 2 years due to divergent philosophies.
(MC)



US DEPARTMENT OF HEALTH,
EDUCATION 4 WELFARE
NATIONAL INSTITUTE OF

EDUCATION
THIS DOCUMENT HAS SEEN REPRO
DUCE() EXACTLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN
ATING IT POINTS OF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE
SENT OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

C.

4,,

7



PREPARING HUMANISTIC TEACHERS

FOR TROUBLED CHILDREN

Peter Knoblock
Ellen Barnes
Steven Apter

Steven Taylor

Division of Special Education and Rehabilitation
Syracuse University
Syracuse, New York

United States Office of Education
Bureau of Education for tte Handicapped

Grant Number 0EG-0-71. 3676(603)



Acknowledgements

A project like ours Only comes about through the foresight
and cooperation of many people. To begin with we came into
existence through a Special Project Giant from the Bureau of Edu-
cation for the Handicapped, Division of Training, United States
Office of Education. Our' negotiations with them began in 1968,
at a time when humanistic education, teacher personal growth, and
the concern, over labeling city children were not receiving nearly
the attention they are at present. The support and encouragement
from individuals in the Bureau of Education for the Handicapped
is something we have valued and deeply appreciated. In a time
When generalizations are being madt about bureaucratic struwture
We have always been able to turn to individuals within that
Bureau such as James Tompkins, Herman Saettler, Phillip Burke,
and Warren Aaronson for moral and technical support.

There are no words to use to thank all of the trainees who
came into and contributed to the process and content of this
program. We are proud to have had the opportunity to interact
with so many fine people who had so much to contribute. In an
effort to capture the quality of their thinking and feeling we
include many of their own words which we use in a descriptive way
to highlight their experiences. In addition we have had the
opportunity to work with Robert McCauley, William Eyman, Joan
Ellen Reinig, and Horace Smith,who functioned as staff members
and materially contributed to our growth and development.

We thank Burton Blatt, Director of Special Education at
Syracuse University why) provided continual support for our point
of view and program. His understanding made our functioning
Within Syracuse University a good deal easier. Many other indi-
viduals in the public schools and Syracuse community responded to
our efforts and we have attempted over time to convey our ap-
preciation to them. As always, we learned much from the children
with whom we worked and they taught us the true nature of re-
ciprocal relationships. And finally, we thank Helen Demong and
Mary Kishman for theft assistance in the preparation of this
document and tha other reports prepared for the Bureau of Edu-
cation for the Handicapped.

Syracuse, New York
January 1974

Peter Knoblock
Ellen Barnes
Steven Apter
Steven Taylor

iii



Table of Contents

Acknowledgements iii

To The Reader

Introduction 3

Orientation 7

The Process of Selection 13

Phasing of The Training Year 21

Content of The Training Program 49

Community Involvement and Support Systems 56

Population of Children 73

Classroom Implementation 80

Staff Roles 105

Evaluation 109

In Conclusion 123

Appendix 134

V



To The Reader

We hope, in the following pages, to create in you the kind
of excitement we have experienced during the past four years of
our experimental teacher preparation project. Our task has been
to develop an alternative approach to preparing teachers to work
with troubled children in urban settings. In this report we at-
tempt to chronicle what we did and why we chose this particular
way to approach teacher education.

If only words could adequately convey the hours, days, weeks,
and years that go into something one so strongly believes in.
Our rational side tells us that there is no one right way to pre-
pare teachers, but we are sorely tempted to shout from the roof-
tops that the secret in preparing teachers is right in.front of
us - the person himself. Our point of view, then, is that each
person possesses unique car.alities and the function cf a prepa-
ration program is to facilitate the expression of these potenti-
alities rather than superimpose content and process which do not
necessarily fit the person.

Despite our desire to proselytize we feel an equally strong
need to present as honest and detailed a description of our
project as we are capable of conveying. In this report we at-
tempt to present many of the joys and anxieties we experienced
during the four years. If anything, it is these complexities and
ever-changing dynamics that we wish to call to the attention of
teacher-educators and others. We make no brief for the develop-
ment of a program package, but rather for the recognitioa of how
incredibly complicated a preparation program is, and that the
task all of us face is to deal dire,Aly with and respond to the
needs, interests and resources of our prospective teachers.

In whst follows we hope to convey the ways in which the im-
plementation of our program changed over time. For example, for
our first two years we immersed our training activities in one
elementary school (although a different one each year) and cre-
ated our own settings for the last two years. We try to capture
how and why this change and others came about.

This report begins with a short overview of our philosophy
and orientation as a way of providing a frame of reference for
the activities and procedures we engaged in. We have spedific
sections on the selection, of students and the phases of activi-
ties over the course of a year in which we engaged. The question
of what is it that one actually does in a humanistically oriented
teacher preparation program can be found in the section on phases,
content of our program and classroom implementation. We end the
report with extensive sections on the population of children with
which we worked, the classroom implementation of our beliefs,
techniques and skills, and involvement with the community in
which we live and work.

We also include an extensive description of our evaluation
beliefs and practices. Again, what we did must be understood in
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terms of our values and beliefs. Those of you with different
values and beliefs will engage in other practices. It seems un-
likely and probably undesirable for any professional to merely
adopt another's systeni in its totality. What we have done is un-
doubtedly highly idiosyncratic and reflects the value position of
staff, students, and children. Our sincere hope is that there
are aspects of what we have done that can be useful to others who
may not, and indeed do not need to, share the very some value
position we hold. More than ever, we need to consider both radi-
cal and thoughtful alternatives to our Long-standing approaches
to the preparation of teachers. It seems to us that we have too
long ignored the capacity for good and growth residing within
teachers and the children with whom they interact.
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Introduction

Syra:use University's program to prepare teachers of
troubled children began in 1962 and for our first five years we
adhered to the traditional training design of individual courses
and practice experiences for a designated amount of time each
week. As the years progressed, we began hearing more clearly
feedback from students and the schools we utilized as placements.

The nature of the feedback centered around several issues.
First, our students experienced a lack of integration between the
theory, concepts, and techniques they were exposed to in our
seminars and their actual experience in the schools with children.
Second, by virtue of our location in a metropolitan area, we came
in contact with many poor and minority group children. As

special education services expanded in our city and others, our
special classes and programs included an increasing number of the
urban poor labeled "emltionally disturbed." Third, as a program
staff we grew increasingly more frustrated as we found the public
schools resistant to change an6 implementation of newer and more
creative teacher roles avid behaviors.

These three issues encouraged us to reconceptualize our
preparation program for teachers of troubled children. In the
spring of 1968 we submitted a proposal to the Division of Train-
ing Programs, Bureau of Education for the Handicapped, USOE, to
radically redesign our training efforts. Oar proposal was ap-
proved and we began our project in September, 1969. We began by
attempting to respond to the above three issues:

1. In an effort to bring theory and practice into closer
harmony, we developed a total internship program in which we all
became immersed in one school. This "immersion concept" allowed
us to abolish formal coursework as such and conduct our seminars
in the school in which we were located and to focus on content
and skill development that was immediately relevant to our daily
functioning with children and teachers.

2. We made a clear commitment to responding to children in
inner city schools. We had grown increasingly more concerned
with the random labeling of minority group children as "emotion-
ally disturbed" and the lack of educational relevance of such
labels.

3. We souFlt to establish an in-depth relationship with a
single inner city school in an effort to foster a working re-
lationship in which we could operationalize some of our beliefs
about teacher education, including more need-fulfilling and
humane ways of responding to troubled children.

The following pages highlight the various aspects of our
approach to the education of teachers and children. We are
unique in our constant search for ways to apply what we are doing
as adults to what we do with children. Our very training process
can serve as a model for what we do with children. For example,
if we believe that it is desirable for children to develop them-
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selves into a learning community, then as adults we can also try
to achieve that goal of community within our group and with the
children with whom we work.

Since this project's inception we have modified some of our
earlier beliefs. The one change of major significance has to do
with the third issue, namely finding a learning environment open
to change and innovation. Based on the experiences of our first
two years in public schools, we deemed it essential to create our
own school environment. Coupled with this effort at creating our
own setting we have turned our attention to children and youth
excluded, legally and extra-legally, from public school programs.

In reading the following pages it is possible to come away
with the perception that this is a "package" for preparation of
teachers. The necessity of putting our program down on paper May
convey such an impression, but in actuality we created a learning
community in which staff, trainees and children all had an input
into what transpired.

The fact that we all created a school program is testimony
to the high degree of participation encouraged during the ten
months of our training program. From the philosophy of our
program to our evaluation procedures each of the participants
(staff, trainee, child) had many opportunities to contribute to
and modify what was happening. For example, in the description
of our phases of this program we specify Phase II as "Defining.
Individual & Group Goals & Creation of a Team." In this phase
our trainees had maximum input into deciding what was done and
as much of an opportunity to share their resources with ,us as
they wished. As a group, we discussed the kind of school en-
vironment we hoped to create with children and we were all re-
sponsible for making contact with schools, children and their
parents; finding space for our school; purchasing instructional
supplies; working out transportation for children; and an extra-
ordinary number of other details involved in the creation of a
learning environment for children and adults.

Our program at Syracuse University has long adhered to a
psychoeducational model of teacher preparation and education of
troubled children. With the development of this project we have
extended our philosophy to include aspects of humanistic edu-
cation and open education. Our effort to explore open education
for troubled children is a logical extension of the psychoedu-
cational model. By creating an open environment we may be en-
hancing the opportunity to implement approaches commonly thought
of as psychoeducational. For example, both models advocate the
integration of affect and content in the classroom. Both rely on
acknowledging and responding to the feelings and behavior of
children. Both respond to the readiness levels of children for
the implementation of academic skill development. Both believe
that very often learning will only take place in the context of
relationships and only if the learner feels good enough about
himself as a learner and person. Other parallels could be found,
but the important point may be that open education approaches
provide us a learning environment in which the teacher can truly
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function as a diagnostician in the sense of seeing children oper-
ate in a variety of activities and with many other individuals.

Philosophy

Our current training program grows out of beliefs nurtured
over time by experiences with teachers and persons learning to be
teachers. These include:

A belief that the process and procedures of a training
program should represent to the trainee a model that he
could utilize as a teacher of children. The cornerstone
of this process would reflect a strong belief in encourag-
ing trainee self-direction in the specifying and imple-
menting of his own learning goals.

A belief that the teacher is a major resource in effect-
ing child growth.

A belief that a psychoeducational model of teacher and
child behavior offers the most balanced approach to
developing school programs for troubled youngsters and
interventions designed to enhance both child and adult
functioning.

. The belief that learning takes place within the context
of a learning climate which places equal emphasis on af-
fective development as well as cognitive development.

. A belief in the importance of developing skills in group
process and an understanding of group dynamics.

. The belief that all learning takes place within the
context of a relationship.

The Syracuse program is distinctive in several of its
aspects, which reflect beliefs and experiences of the program
staff and former students. These include:

. The focus on children in the inner city who are not now in
public or private school programs. For the last two years
the M.A. level students have created a program for children
excluded or not attending school programs for a variety of
children. This population of children contains a range of
behaviors but many are acting-out, adolescent and members
of minority groups.

. A strong advocacy component. This implies that the teacher
role is expanded to include contact with a child and his
family in many settings, and extensive experience with
social service, legal and educational agencies and insti-

tutions on behalf of the child. This has broadened the
range of interventions possible with a child and his
learning.

. The value of mini-schools. We are exploring small school
settings with a high adult-child ratio as alternatives to
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traditional, more impersonal situations which have been
difficult for many of our troubled children. These schools
can be staffed by some paid and many volunteer staff, and
provide opportunities for flexibility in movement and cur-
riculum approaches.

. Self-direction and freedom to learn. We are committed to
the value of each person defining himself and his own goals.
This includes trainees writing contracts about their learn-
ing goals and individual supervision to aid trainees in
defining who they are, what their values are and what kind
of teacher they want to be. We encourage trainees to
utilize the same process with children.

. Opening up Special Education. We are concerned about the
detrimental effects of labeling: "the stigma of being
special." We encourage the valuing of differences and
focus on the strengths and resources of people. Low self-
concept is the most common characteristic of troubled
children. We hope that special education can become more
diversified in terms of its view of children and teachers,
its curriculum approaches, and its philosophies.
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Orientation

There is a great tendency now for teacher training programs
to become as definite and systematic as possible. The trend
toward accountability, competency-based, and performance- contract-
ing have all contributed to a kind of hardening of the training
categories. During this time of interest in greater clarity and
less ambiguity, we have been developing an alternative approach
to teacher preparation which places greater emphasis on the
internal resources of teachers and children and basically adheres
to a more growth-oriented philosophy of how individuals devplop
and change. In essence, ours is a point of view that involves
the adult and child in a process which may very likely lead at
least initially to less clarity and greater ambiguity. The an.
ticipated end result is that individuals, by being more directly
involved in their own learning, stand a greater chance of becom-
ing more responsible for their actions.

The particular orientation of this preparation approach owes
allegiance to several theorists, practitioners, staff members,
past students and those yet to enter our program in the future.
The ever-changing nature of what we did and how we went about our
activities is intimately related to the theoretical nature of our
approach. Basically, we have maintained our beliefs in the po-
tential for growth residing within each individual. We have
taken a strong position against the disability-related focus of
special education and in its place responded to the strengths and
resources we believe each person has, regardless of his circum-
stances. This line of thinking (and feeling!) has led us in the
direction of a point of view sometimes referred to as a "third
force" or humanistic approach to understanding human behavior.

The "third force" takes issue with the prevalent positions
of behaviorism and psychoanalysis, and substitutes a more
positive otientation to the understanding of human behavior.
Maslow (1968) argues for a psychology of health and makes a strong
case for understanding of others in terms of the satisfaction of
basic and higher order needs. He moved away from a perspective
of pathology and illness. He also writes of the resistance to
being rubricized, or in more current terms, labeled. Both of
these perspectives, that of viewing children with special needs
as pathological and the persistent labeling of children are not
perspectives we adhere to nor base our practices upon.

From theorists such as Rogers (1969) we have looked toward
responsive and responsible ways to interact with children and
adults. While there have been many parodies of a more non-
directive approach, we have found that within the framework of a
person-centered approach there is much leeway for an active
contribution by teachers which leads to a certain mutuality of
relationship. From Rogers we have learned of the value of
active listening and respecting the feelings, words, and be-
haviors of the others with whom we are involved. We have come to
recognize, with considerable awe, how enormously complex each of
us is children included. iT,ile this recognition can sometimes
be immobilizing, it has hay :he effect of forcing us to respect
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the position of others and to respond to the integrity of another
person's position, even if we are not in the same place.

As special educators we have had a long commitment to our
field and the children who have been the subject of our concerns.
We have remained enthusiastic about the contributions of certain
workers within special education, particularly those with a more
psychodynamic_orientation. Two individual:* come readily to mind,
and it is of interest to note that both of them have brought to
our field concepts and approaches from other areas. William
Morse has had a long involvement in the education of disturbed
children and brought to our field a Strong adherence to Concepts
and principles of mental health and educational psychology. Em.
bedded within his approach to working with children is a strong
psychodynamic flavor which fosters a continual effort to under
stand the position of the child. Fritz Redl_has similarly
brought ideas and, approaches from the related areas of group
dynamics and ego psychology to assist us in understanding the
behavior of troubled children. For us, what has been of signifi-
cance in both of their positions is that while each holds to a
psychodynamic view of children's behavior, there is no hint of_a
clinical detachment from the child. In different ways they each
argue for a process by which the adult and child seek to under.,_
stand themselves and each other.

M.A. Students present workshop at CEC Convention, 1972.
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Because of our strong reluctance to place all of the re-
SponSibility on a child, for his problems there is a strong come

i,.-mUnity,based or ecological orientation to what we do and believe
in;' Basically, we feel there is much to be gained by thinking in
-terms of the interaction of the person and the social system '

which he is involved. We have operationalized this in various
--ways. In our preparation program we recognize we have created a
-'amall social system and at the same time we are part of larger
Social systems, namely the University and community. Mindful. of

,this, we attempt to articulate and focus on our norms, roles, and
characteristics which make us unique. We become part of the com-
00hity by our focus pn being advocates or agents of the child and
-at the same time immerse ourselves, to the extent feasible and
:appropriate, in the activities of the schools and community
_agencies as well as with the families of the children with whom
:wears involved.

Rationale and Coals

_While it is of major importance for a teacher preparation
program to specify its orientation, as we have attempted to do in

,:the preceding section, it is equally important to articulate the
-rationale, assumptions, and training goals adhered to by a
-.program.

We begin with the premise that the personal growth of the
trainee is intimately related to his effectiveness as a teacher

rl with children. Our program places great emphasis on the growth
of trainees, in the broadest sense of the term. By this we mean
that at the very foundation of our preparation program is the
belief in the Value of each trainee defining, specifying, or
working toward the articulation of his learning needs. If we
mean this, and we honestly believe we do, then there is a clear
limit to the number and range of preconceived goals and pro-
cedures the staff could, legitimately set up in advande of:the
trainee becoming directly involved himself. In order to respond
to the maintaining of a balance between program beliefs the staff

-may have and allowing for maximum input by the trainees we have
.developed a kind of structure within which we ask each trainee if
he can function. Such a structure, as the following will

:illustrate, seeks to allow for maximum flexibility of response by
-trainees and staff. Of:course, the Option to takeadvantage" of
such flexibility remained a personal decision for each partiCi

_--pant. At a later point we will discuss the specific ways in
which'several of our essuMptione were challenged.

Central to our structure is the point raised above that
one's personal growth is directly related to effectiveness with
children. Our program responds to this in several different ways.

-: TO begin with, we are searching for trainees who have questions;
_issues, and concerns ebout educetipn and their role in its im-
provement. After accepting a student into our program one of our

:earliest sets of activities and experiences has been directed at
each of us gaining skills in !weaving our learning needs (and
also our resources). This is an ongoing task, always subject to



modification throughout:the school year. Needless to say, how
one defines one's learning needs (interest in personal growth)
can vary, but has typically included skills in teaching children
69 well as the obvious connotation usually attached to this term,
namely that of focusing on one's own feelings, needs, and
concerns. 4

The theoretical:point of view we advocate includes a psycho-
educational orientation, which by our definitionties together
the importance of both effectiVe and cognitive development in the
training of teaChers and in the education of children. Through.
out the school -yeA*'!ir1 our own seminars and in our responding
to children emphatic is placed on the importance of the inter-
personal relationthip of teacher and child, i Our seminar content
includes aspects Of:What constitutes fecilitetiVeirelationships
and the developMentlOf appropriate

.

010°401°64-" skills, Our
major thesis was that the deVelopment Ofen appropriate relation-
ship (including teaching) is not something one does to another
human being. Hence, one's own personal growth-and awareness is
intimately tied to how effectively one relacee to and teaches
another.

The translation. of one's own personal4rowthand how one
. interacts, teaches, and responds to children and AdUlts is en- .-

hanced by ourstrongbelief:that the'procete and. procedures of a
training program'eheUldrepresent to the trainee -a±model that he
could utilize as teachdr.with children. in other words' if a
value is placed upon personal growth then a trainee in the course

_ of his own experience in this preparation program would come to-
see the value of such an emphasis on hie own learning and in the
enhancement of his own relationships with other adults and
children,

We strongly adhere to the fostering of a training environs
went which guarenteesla variety of ways for iodividual trainees
to find a way'to fit in hatedon Pleir goala. :During each of the
past four years the staff made the decision as to where our
training program would be located.* For two yearS we located
within two different city elereentarY:SCh011 and during the past
two years we developed out own school program for children and
youth excluded froM school, In each of these settings, however,
there was ampie opportunity for individuals to create roles in
keeping with their interest and to develop behaviors and skills
appropriate to their roles,

The implementation, then, of our theoretical position has
token into account a number of considerations. To begin with, we
have deeMed it essential to create a learning environment which
ie:COh44PiVe to the personal and Oerefore professional, growth
of each participant (trainee, staff, and children).: This environ-
ment, if it is to be responsive, must be open to the input of

each participant. This is a difficUlt balance to achieve, but by
utilizing a group process focus in which heavy emphasis is placed-
on the develOpment of:ourselves into a group we stand a greater
chance of informing each other of our individual needs and point

of view. Also, if what we do is to remain fluid and receptive to



change then we all need a great deal of practice in experimenting

- with new ways to interact and teach. As a result, we have tended
toward the development of an experientiallybased curriculum ap-
proach for trainees. This means en active orientation for all of
us. While there is a certain amount of didactic material pre-
sented, such as in seminars on theories of deviance, much more of
Oust we do is actively engaged in by partiCiOanke, By utilizing

:_an activitybesed approach for adults and children we aOid the
necessity of asking leernera to accept new le411340g on fa s ValUe

.WithOut seeing if it fits them. By encouraging the active
ploration of one's relationship to other 0016.0 well as to
curriculum materials 'we foster a closeness which cannot be
achieved within the confines of a more passive learning enViron
ment.

A major focus of our preparation program has to do with the
"fostering of newer roles and behaviors for spending time with

children. We have grown increasingly more concerned with the
narrowness of preparing teachers for special class teaching po-
sitions. We view the probleMs of troubled children, their
schools, and communities in a somewhat broader context.. With
others, we share 4 level of impatience but are ever Mindful of
the impossibility of radicalizing a prospective teacher before
there is a readiness for such social consciousness. Certainly,
some of our graduates do in fact take poiitions as special class
teachers and that is as it -should be. One's own goals count for

. more than another's rhetoric as to where special education should
be heading-, In general, however, we are encouraging our students
to consider alternative roles and behaviors.. Again, it is not
sufficient to encourage, but it is necessary to offer trainees an
opportunity to explore a range of environments and this we do.
They can observe spend time in, and eventually select a particu-
lar learning environment or adopt newer (for them) ways of behaV-
ing; or they can make changes within'the environment they and the
rest of us create.

In effect, then, we are trying to be all things to all
students. An imPoasible task by anyone's standard. What makes
this goal possible is that the trainee is directly involved in

this process. The hope is that staff and trainees together can
radiate enough environments so that a thoughtful ciloice can be

made. Within that choice active participation by all could lead
to the testing out of new roles and behaviors.

Maslow, A. H.
New York:

Rogers, C. R.
Columbus,
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The Process of Selection

More discriminating selection is the hope of all designers
of training programs, and especially when they are frustrated by

-the students response to the program. Every year wo have tried
to better the match between the trainees and the progrem. We ask
prospective students to make clear their expectations and we
advertise our program as OkpliCitly as we can, in general we try
to Make the selection process compatible with the program phi-
losophyopen and interactional. in this Section we describe our
selectioh process and discuss some of the issues in selection.

Potential applicants are sent an extensive description of
Our program . its philosophy, activities, what itjlat aid has not
-been, included in this material is a list of expectations, which
reflects the biases of the ptogram. For 1971-72 they were as
follows:

Expectation 1: That you are interested and willing to attempt
to define your learning needs and to communicate
yotir activities to othets Staff members and
other students are of ten quite willing to assist
you in this proceSs.

Expectation 2: That yoU recognize this is a program to develop
skills in communicating with adults as well as
with children. And that you would make a col*.
mitment to working out differences and concerns
with other adults when and if they occur.

Expectation 3: That should you have basic concerns about
authority to the point where you are not will-
ing to assume responsibility for your own be
havior then this program may prove difficult
for you We go to great lengths to minimize
the traditional teacher-student relationship.
Many people, however, bring to graduate school
long.standing disttust-Of those they consider
in authority. We all have such concerns to
varying degrees, but we are seeking those
people who are willing and Able to be active
around defining themselves and will not let the
"authority probleMs" become the main barrier to
their functioning.

Expectation : That you come as a learnel:. We are looking for
those interested in working with children and
who have serious questions about present pdu.
cational and community practices. This is not '

a traditional teacher preparation program and
we hope you come with questions and aspects you
wish to learn about. We are working toward
change in schools and if you come only to find
out what exists rather than What learning en-
vironments could become, then you will find this
program a difficult one.
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Expectation 5: That you recognize this is an experimental

program funded as a Special Project by the
BureaU for Education of the Handicapped, U.S.
Office of Education. We haye,a Commitment to
study our, prograth as an innovative approach to
teacher education. This means you would need
to be willing to help us document your activi-
ties, complete paper and pencil instruments
and in general see this pr63ram as your program
as much as ours.

Expectation 6: That if you haVe serious personal and emotional
Concerns you should seriously question the
suitability of this program. AS you can see
from this Material this is a'very demanding way
to earn a Master's degree. :Deepite the fact
that an emphasis onperaohel growth is appealing
to many students, to actually have to participate
in a daily situation which asks people to respond
to others and to share their feelings is a diffi-
cult experience-for all of use

Expectation 7: We anticipate working again with city children.
The label of "emotional diaturbapeen is not one-
we are committed to, but we are committed to
children living in the city, particularly the
inner city: You should be willing and interested
in working with this population.:

Expectation 8: We are striving as beat we can to reduce the
isolation and loneliness that many adults func-
tion under in learning environments. By offer
ing a model in which:We all make a commitment to
work together as a group we hope to demonstrate
to ourselves that it is possible to share our
skillsand to utilize the,rileources of others.
if you come, please do so With the intent to try
and respond to this grcup focus,-

We are trying to be as honest as possible about
what we think is happening here. We don't be-
lieve we have the way, but rather one way. We
are seeking those who share. a vision with us of
what learning and living could be We spend
much of our time faltering, but the clearer our
commitment is to the working out of our concerns
and the sharing of problems and resources the
closer we can get t. our goal of true mutuality
within learning environments. The hope is that
applicants, having this information, can exercise
some self - selection before they apply to the
program.

With the regular application, which includes the Miller Analo-
gies Test and recommendations, we request students to complete a
questionnaire describing (1) their past and present contacts with
children and learnings from those contacts; (2) their expectatione
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for aMaster's program in Emotional Disturbance; and (3) their
learning style (how and under what conditions do they learn best).
They alSo*fill out an instrument reflecting their attitudes toward
self-direction and the "freedom-to-learn" model (our philosophical
basis).

An example of an applicant's statement that appealed to us
is quoted below;

In trying to synthesize my ideas into one basic goal,
the dominant theme is one of offering children an
alternative to the traditional classroom setting.
Specifically, I would eim for flexibility in the
structure of time, materiels, physical boundaries, and
human resources. As 'teacher', my function in this
setting would be tat of a diagnostician and provider
of experiences to meet the Unique and changing needs
of individual kids.

Some examples of goals ,I would set for the children
are: (1) to experience success beginning with the most
basic things a child can do; (2) to develop coping
skills to deal with their failures as a positive part
of, the total learning experience; (3) to become an
effective participating group member and a positive
influence on the group (listening, sharing materials
with teacher, helping others to experience success and
cope with failure); (4) to develop a tolerance for
change and divergence; (5) to be able Co verbalize
feelings, understand their causality and act upon them
in a constructive fashion; (6) to develop a sensitivity
to the feelings of others; (7) to develop specific
cognitive skills of reading, writing, mathematics, etc...
One last and very impOrtant goal is that of involving.
parents in the education of their children in the most
positive, creative and active ways conceivable. I think
teachers must take the responsibility for this kind of
involvement since' schools as institutions seem to succeed
most often in involving parents negatively and at points
of crisis?

This applicant mentions many of the beliefs upon which the
Syracuse program is based -- an open and individualized approach,
the teacher as diagnostician, seeing children in terms of
strengths, a focus on feelings and affective growth as well as
cognitive goals, the learning community concept where individuals
respond to group members, and parent involvement. In addition
she had had a positive student teaching placement with inner-city
children in which she had created a new role as crisis team
member in the school. She also had a child of her own and had
"lived"-- that is, had had both extremely difficult as well as
strengthening experiences which seemed to have led to an
empathic and level-headed maturity, according to her references
and the personai contacts program staff had had with her. (She
is the teacher whose classroom is described in the Classroom
Implementation Section.)

The program staff sorts out the applicants on the basis of
the written material (and any personal experience we might have
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had with any of them) down to approximately the number of
students for whom we might be able to provlde fellowships. The
criteria for this selection include:

(1) The composition of the training group (we attempt to
bring together men and women, black people and white
people, various ages, hackgrounds and experiences).

(2) Age and experience of the applicant (while we occasion-
ally accept an M. A. applicant who is just finishing
a B;A., we encourage students to seek job situations
with children for several years so that they might
have more experience-based questions for their train-
ing year).

(3) Perceived agreement with philosophy of the program (if
a person indicates that he/she prefers daily lectures
or is committed to a behavior modification approach
or thinks encounter groups are a communist Or capi-
talist plot or wants to work only with suburban
children..., then we suggest they seek other programs
where they might be more comfortable).

The "finalists" come to Syracuse two at a time for the day
in which they participate in activities with the trainee group
(time with children, seminars, encounter groups) and talk ex-
tensively with eurrent trainees and staff, who later react about
the perceived "fit" of the program and the interviewed applicants.
Again we see the interview day not only for us but as another_
source of information for the applicant to use in selfselecting
this program. Since our program iSUni,sual, perhaps, we have a
high percentage of applicants who have had previous contact with
the program or its students or staff in a personal way.

Because the trip to Syracuse can be a hardship, we are
fairly selective about those whom me invite from out of town. In
the interview we listen not only to an applicant's answers-to

specific questions we may have but .also observe his/her respond
ing behavior (to us), curiosity (qUeetions asked about prOgram)
and initiating behavior.. We admit'the selection is subjective.
Basically our choices mAy revolve around interpersonal attraction
between interviewer and interviewee. We do know that no matter,
what methods we try we will probably lose good people, e.s Well as
accept persons whose yeer with us will be difficult.

Issues in Selection

Range of students. No matter how much time we spend in the
interviewing proceis nor how.carefully we read the applications
and struggle With our decisiona, we find that we still have a
great range of students in terms of their values and coemittmeet
to the program. While we continue to think in "matching" terms
-- (pluralistic tocietyelearning alternatives to meet everyone's
needs) -- we have acknowledged that 'satisfaction is never
guaranteed' in training programs. We must be prepared to work
through the process (philosophical disputes, authority issues,
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etc. with each student and each group of students.

The range of students is identified by the following state-
ments, made by trainees in October of one training year, in
answer to why they chose this VograM:

My last year of teaching...I got very positive feelings
about the emotional growth of the Children, but I also
felt I frequently, 4d to handle intense feelings which
left me feeling quite incompetent. I thus felt that
further study whieh would allow me to work further with
children's emotions under guided supervision would be
very beneficial. l chose thia:prograth because I felt I
could get this superviSion-. It also teemed to, offer
learning in a more personal setting which t need, an
opportunity to help me explore some of my negative feel
ings about teaching, 010 chance to direct my learning
without someone else's prescription, and an oppOrtunity
to experience for myself learning situations that would
give me a frame of reference in dealing with children.

I chose this progreit because of its committment-to inoer-
city Children, I like the idea that it is innovative
And always open to new ideas and change I felt at ease
with everyone I met last spring and I felt I could work
with those involved. Oh, I also like the idea that the
program is only 2 semesters (this is my 19th year in
school')

One of the main stimuli to returning to school was the know.
ledge of this program 7 that it was open to new ideas and
willing to experiment. I also felt that I needed the
support and personal open relationship that peOple in this
program-seemed to establish with people in the prograM. I

was looking for a nonauthoritarian structure that would
help me identify What growth for me meant and help me in
finding experiences that would foster it.

I selected this program because of the accent on practical
experience and the humanistic approaches used in guiding
all involved.

After working for 2 years with kids most of my ideas were
feelings or instincts I had about people. I sort of wanted
to find out what other people (maybe professionals) had to
say...Also I had taken a lot of grief from the professional
community, mainly judges about lack of credits. I was tired
of hearing, what right, does a potter have to work with kids.
1 guess I needed some support and help. This program
matched my concept of education,

Committment to the program. We have concluded that committ-
ment to participation in this particular program is a central
factor in the satisfaction and productiveness of the trainee.
Over the years we have had many students who seem primarily
motivated by the desire for a Masters' degree, rather than an

interest in learning about children and themselves as teachers.
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Similarly, others have applied at Syracuse because it is con-
venient (e.g.,a boyfriend goes to school in this area) instead
of seeking us out because of the uniqueness of the program. In

both these cases the level of involvement (and therefore,
learning) is lower -at least initially. When people have sought
us out, choosing among various alternatives, we feel the year has
been mote productive.

Related to this are general demographic contradictions,
Frequently trainees who come from outside the Syracuse area seem
to become more involved in the program, perhaps because for many
months that is their primary tie; others who have lived in
Syracuse are connected to many other people and groups who pull
their feelings and interests. On the other hand, we have chosen
many applicants from the Syracuse area because (1) we know them
and/or their recommenders; (2) they know better the pros and cons
of the program; and (3) they are a tremendous resource within the --
community. At the present time, we have opted to deliberately
choose a greater percentage of students from outside Syracuse.-

We have also chosen groups as balanced as possible by sex,
race, age and experience with children,'r We have fclt this di-
versity benefits us as a group of adultS and also benefits the
diverse group of children with whom Va work. Many More young
white women without teaching experienee apply than do men,
minority group members, people over 25, or people with several
years experience. When we have accepted students becalse of
their "demographic characteristics" when they are not genuinely
interested in this particular program focus, we have regretted it.

Basically then, our direction has been to ask hard questioni
of applicants about their motivation for this masters, program.
We seek people who have real questions to explore and who feel
that the style of our program is something they seek and is some.
thing in which.they would feel comfortable.

graduate Student mold. We have accepted into our programs
persona who wOuld sometimes not be considered "graduate student
material" in terms of their previous academic records or their
lifestyles. Some of these people were drawn to the program he
cause it would allow them to seek their own direction. Others
are attracted by the extent of OFWide/field experience in our
design; some feel they 1parri better by doing . being active
rather than through bookti and lectures. Others have reacted to
thtirrelevance and untranslatability of the "theory" Course-
work in their undergraduate programs to their time in the
classroom. Basically we have conCluded that with persons who
have a committment to the prOgram and to seeking out ways of
answering their questions,the surface characteristics have
little consequence. With people who only know what they dontt
will-4, the program has been less productive.

"Mental health" of the trainee. Morse, Schwertfeger and
Goldin (1973) in their monograph on training teachers of dis-
turbed preschool children (1973) say:

"it is interesting that special education always has
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attracted a bituodal distribution. There are those who
want to help others based upon their natural compassion
and concern and there are those who want to help others
for oblique self-fulfillment and to learn about thein-
selves.° (p. 160)

in our program we not only focus on children with 'OM,
culties, but we also encourage the trainees to look at their own
feelings and personal growth. We have.seen the two kindi of
-persons that Morse mentions -and also People who.are ableand' .

interested in doing both in responding to others and at the
Same time being refledtiVe aboUt their own concerns. .These
people have at times becomAtempotatily immobilized, but they
usually recover and are able to be productive. As you can-see'in
our list of expectations(46),,we make it explicit to applicants
that the program demands a fair amount of ego strength and
"copeability."

There is at times a strong discrepancy between A persona
written material and the personal impression they make during the
interview. Given that the interview is sttetsful for everyone,
some applicants come across as more defensive, angry, tense, or
frightened than others. We find ourselves responding intuitively
and clinically to this behavior, and we have rejected candidates
on the basis of their interview.

We have had two trainees drop out of the program after one
semester in the last two years, and another who dropped out
psychologically although she technically completed het degree.
In the first two cases the women had long term problems with
which they were trying to grapple; one woman's posture was
depressive and of great vulnerability, and the second's behaviot
was very defensive. In the third case, the trainee's husband had
left her and she was working through her relationship and self-
concept concerns while in the program.

In general, to be involved with children and a learning
community of adults requires psychological and physical energy,
a measure of self-esteem, power to self-start, and "response-
ability" -- the ability and willingness to focus on others
Persons with consuming concerns about him/her self would find the
program very difficult at that point in their lives.

Rejection. Because of number constrictions, we must reject
many applicants. We have tried to personalize this by writing a
general letter stating our reasons for our group composttion.
When we know people personally, we call them to talk about our
rationale. We have gotten calls and angry letters to whiCh we
have responded personally. And when asked we offer suggestions
for alternative programs and jobs. We also encourage some people
to reapply at a future date.

Summary

In this chapter we have described the process we utilize for
selection and to some extent the basis of our selection. We also
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discuss some of the issues in selecting for a program of this
kind.

Reference
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phasing of the Training Year

In this chapter we describe the phases of the training year
in terms of the major purposes of the group and its activities.
We indicate the alternative structures we utilized based upon the
setting we were in ("in-school" or "our own'seting")., Examples
are given of trainee schedules and reactions of particular indi-

:VidUale to each phase. We also include an extensive discuesion
,--of-the content, of the training program and hoW it is develOped.

phase I. Creation of an Acceptant Climate

This is the initial coming - together of the training group.
We felt the beginning was important toward a) establiShing a
climate of trust and cooperation, Winitiaking relationships

"-Abet ululd continue all year and c) fostering the learning Of
finterpolional and group skills. This phase was usually staff.
'designed.

,
In-school setting. Bringing a training program into a public

school requires cooperation and diplomacy. Maximum invOlvement of
all parts of the school from the beginning facilitates this co-

-operation. We have utilized two different foroats with school
staff: 1) involvement in a weekend retreat of the principal and
school staff members (whom he chosa) with the M.A. students and
staff; and 2) jointly designed:lprngTAM and school staffYintro
ductory activities . including exposure to parents and community,
participation in the activities of the first week of School with
the children and in the faculty planning sessions. In addition
we spent two afternoons utilizing ,Bleck/White gncounter tapes as

-the faculty and trainee group was approximately 504 black and
.50% white.

Our own setting. An encounter/hOman relations training
,-. Weekend at a retreat setting with an outside trainer was planned
=- by -staff members. One year we asked trainees to include their

spouses. The format of the sessions was primarily determined by
the trainer who was given some information about the group's con-
position. Among the topics dealt with were expectations. about
the program; concerns and hopes about self and gradtiate school;
biographical information abotit othera in the group; prejudices
(black /white, male /female, etc.); fears of self-disclosure; re-
actions to the here and now behavior of others in the group; and
points of view about encounter groups, their meaning and ef-
fectiveness.

Reactions to the encounter approach varied widely with the
-style of the reactor and the events within the group. Some corn-
_ments are given below:

I felt extremely uneasy about being with people I didn't
know and being expected to talk freely about myself with
them.

I found the weekend a valuable experience for the group
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and for seeing myself in the group. I think a feeling

of trust and understanding and acceptance began and
will continue to crow in the group and myself. I found
myself frustrated at times but not nearly as much as
I thought I would be prior to going.

In addition to the weekend together, we have had many in-
formal experiences that increased the comfort of people with each
other. These inoluded meals together and painting and preparing
the house in which we were to meet.

I would judge that time (meals, painting, etc.) to be
in some respects more meaningful than "structured"
time. The first formal meeting was terrible (no one
saying anything, nervous laughter, blank stares); it
was the painting of the house that allowed us the
freedom to meet without pressure, in ways that were
"natural" to us. -I suppose that what has been gained
is a better feeling for individuals in the group. Our
work will presumably mold us into a group.

Phase BefininkIndividual and Group Goals/Creation of a Team'

In this period of time we began to wnplore- content as indi-,
viduals and as a group, and we also shared expectancies and goaie!
for the program. Staff members presented sessions describing the,
history and ObilosOphical direction of the program, end individu '
41 staff members and trainees were encouraged to share their
interests, backgrotinds, what led theM to this particular program.,
Parameters within Which program members must function are
with (e.g., demands of school personnel, graduate school- require-
manta, etc.). During this period relationships begin to form
between individuals, and trainees begin testing out auttority
concerns with the staff. The latter usually takes the form of
questioning the bases of staff decisions and attempting to assets
any limits to traineedetermined direction.

Trainees and staff are asked to define their learning goals
and learning resources; we_have utilized the format of writing
these in markers on large sheets of paper on the wall, so we can
all walk around and begin to get a picture of the group. To
examples of these initial statements are given below!

Resources: Some knowledge of reading and math readiness
A little artsycraftsy
Background !n socialization
Sewing, crocheting, photography
Little kids
Play at piano
Cooking

Needs: Good working relationship with my peers, more
knowledge of academic skills, get and understand
feedback from children and adults, lots of work
with parents: organizing and parent education.
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Goals: Immediate - 1. How to equip a classroom without
any money.

2. How to meet kids' needs Unr free.
dom and my need for structure.

3. How to find available human
resources.

4. How to facilitate communication
in a group.

Long Range Goal: To be sensitive to the needs
of others.

Resources: Willing to help with: newspaper written by kids.
sewing.

Interests; British Infant School.
Experience: My own child exploring ways of

dea)ing with kids 24 hours a day.
Need Help With; turning kids on to their own

interests and skills.

In terms of individual learning goals, trainees then write
and discuss with the supervising staff - as the year progresses -

-their goals and how they might be reached (through a course, an
11).progrem seminar, observation, sc-cafic experiences with

z:chIldren, independeni reading program, etc.). This can be formal -
t. ized a contract format (see the following page for an ex-

ample) which is periodically reevaluated.

The direction of the group is a result of the needs and re-
sOurces of all the individuals in the program, including the

, .Staff. We begin immediately to plan the schedule for group time
and how that time will be spent. The pattern has been for the
initial weeks, even months, to have more staff input in content
sessions; as trainees become more comfortable and confident in
the group setting and their needs and questions become clearer,
they initiate more As a staff we also attempt to utilize early
the skills and resources that trainees do have to help them feel

-they have something to contribute and also to develop a group
feeling by sharing. As a staff member said in a group meeting:

"We don't believe in lifting off the top of your skull
and putting facts in. We all have resources and the
important thing for us to do is to realize and utilize
our own resources."

In-school setting. Working within existing schools means
tnat there are often limits set by others on time and the kind of

,_involvement open to the trainees. Our trainees began with
° "Children the first week, so the realities of the school setting
created content needs and pressured trainees into making de-

;-_biOne about the direction of their learning. We had arranged
:L7time as a training group two afternoone a week, from l to 5 p.m.;
V-the rest of the time trainees were involved with children and
"=teachers. Beginning sessions here inc/uded introduction and die-
CuSsion of the project training model, practice in observation

discrimination of children's behaviors and teachers' be-
-.'haviors, and a two-day workshop on micro-teaching.

.,
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Own setting. Since we as a group are to define the kind of

environment we want to create, and do it on our own ground and
we had the luxury of an extended block of time together as a

,group before trainees began to work with children. We utilized
!chis time to share a ills, take turns presenting content/experi-
ences that we each valued, learning interpersonal dynamics of the

.-.group. and beginning to develop group goats. AS we were going to
Z, design, as 3 group, a learning environment for children, welleed-
:-_,ed to know how we each conceptualized an ideal setting, the

valves we each held about children, and how individual trainee
goals and resources (re experience with particular age group or

---kind of behavior,-,or curriculum)- could mesh to form a coherent
environment. Examples of group time during this period were the
psycho-educational model,of teaching, humanistic education, be
h*viorism versus' humanism, edUcation of inner-city children, and

_black/White issues.

Phase III. .Observation of Settings
(Can be Concurrent with Phase

During this phase trainees were exposed to a wide-range of
learning environments within the general Syracuse area, and we

,:--took a trip as a group to another urban center. Staff members
make available informatien Aboutwbat alternatives there are, and
trainees arrange visits besed'on their interests. Trainees have
seen public school regular and special clastesvresidential in-
stitutions for disturbed, retarded, and delinquent youtha,'pre.
schools, open/free schOOlso clinics, resource programsp' etc. The
group trip has been to New York City (to see pSYChiatricly-ori.
_ented schools and 086 innovative work with minority group
children) and to Toronto, 'Ontario, where there are large inner

open schools in low-income ethnic communities.

In-school setting. Some of the observations during this
period were in'the classrooms of the school in which we were
working. While these classrooms and teachers represented a range
of styles, they did not shoW extremes in either child behavior
(e.g., not "seriously disturbed, not excluded or delinquent) or
teacher philosophy (no structured behavior modification, no ex-
tremely open and this in part due to confines of the school).

Own setting. Trainees saw a wide range of learning environ-
mencs and were Able to spend larger amounts of time in an environ-

`,,-ment if they wished. In general, trainees felt this phase was
very useful.

One trainee wrote:

Some schools by their atmosphere cause me to have a
negative gut response. S. did this. I just didn't
feel like I'&wantto spend nine months there. This
feeling made we think about myself and being in a
school. Obsetvationd are valuable thought stimulants
because they are real situations for me, as opposed
to reading ,bout schools where I have to employ much
more imagination. Observations let me see more
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concretely what situations 1 would be comfortable in.

In David Hun's model he describes that discriminating a va-
riety of environments is a preliminary step to being able to
radiate different environments for different children. Most of
Our trainees, including those who had had teaching experience,
had seen very few alternatives for children ("good" or "bad");
OblervatiOn helped them clarify their own philosophy, interested
them in Other points of view, gave them concrete ideas about cur-
rlculumcspproaches. It also exposed them to some of the reali
ties of public schOols and institutions and began raining their
consciousness about advocacy issues. For example, one group of
trainees visited a state home for delinquent girls; one student
was very upeet at. whal he saw and proceeded to make extensive
contects with court, detention and probation officials to deal
with how a child gets to this kind of place.

We have considered repeating this phase in the spring se-
mester as well.

Phase IV. Role Experimentation and Contact with Children

During this phase, as an extension of the observation
proceed, trainees were encouraged to involve themselves for a
short period of time, in a specific role that interested them. We
hoped that by trying out different placements or roles trainees
Would gain a sense of particular groups of children and adults
with WhoM theywould like to work. This was More formalwhen we
worked within:a echoolt in our own setting trainees verbally de.
bated Various roles they might want to take that reflected their
interests, and these changed as the group evolved.

1n-school felting. In addition to spending time with
teachei-i7/67t7Classrooms were appealing, trainees also spent a
week with the principal, the school social worker, the resource
teacher, the art teacher. Trainees could be e innoVative as
they liked in designing roles that fit their needs and those of
the school. to deciding on a "permanent" role, trainees commit-
ted themselves to some classroom or group of children for the
rest of the school year. Examples of the kinds of roles that
evolved are a 2-member crisis team to deal With behavioral in-
cidents, a full-time co-teacher in an open classroo0, individual
tutoring of primary children With learning problems, one half-
time aide in a Sixth grade and half-time running a music and
drama program, a substitute for teachers to utilize to take
breaks, a teacher of a morning math program for small groups re-
moved frOM their regular class, a group leader for_ small groups
of primary level children to talk about theiefeelings, etc. Ex
pressed needs Of regularaeachers in the school were part of the
decision, and teachers gave approval to chosen roles.

An example of the role experimentation phase of one trainee
is included here with brief quotes from his diary.

Sept. 8.12: With the principal.
"He impresses me as a good man. He has many roles.
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He is a smoother-over of teachers' and parents' problems;
he hires and fires people; he is an authority figure to
kids; he initiates and directs programs; he mediates kids'
disputes; he supports his staff; he hassles with the
Board of'Education over matters like transfers, racist
buses and districting..I never realized the complexity of
running a school...Also, took a walk with H. around the
neighborhood, felt angry with "the system," very power-
less, real angry, wanted to change things to give people
a chance. Realize that good men like H. are frustrated
by a racist system,"

-Sept. 15-19: With teacher of a primary cross-age ekes.
"Went with M,K. today. She ran sort of an unstructured
class. Kids were pretty wild. Not much was accomplished.
Kids' skill level in general low but there are some very
bright kids. Makes lesson programming tough I still
find it difficult to talk with M. I feel that a week
will not be long enough to break down barriers, but at the
same time I'm not sure I want more than a week in her
class...Tough day in the classroom. Early morning went
well, however, art class made kids sky high, which re-
sulted in a crackdown from M. Most of rest of the morning
was spent with heads down. In addition, 6 or 7 of the
more disruptive spent the afternoon in the hall - my only
problem was that this choice was arbitrary and they were
all black, Significant? I guess I'm not sure; of how to
establish control.. I see more the need ...qr a systematic
approach to the classroom. I need to e%vlicate for myself
my general philosophy of education and then work it out in
the classroom. I feel now that the situation I'm in some-
how contributes to my inconsistencies - that is, a class-
room based on order and social adaptation, but set up
quite freely.,.Today, M. was sick, so I had to take the
class. I was quite unprepared to do it, but I did it anyway.
I had no plan, so the day was chaotic. I see very much
the need for planning what should be done... Sept. 22. Well,
I survived. Today I took M.'s class again, but I had pre-
pared for it. I couldn't get hold of her during the week-
end, so I made my own plan. It helped a hell of a lot,
I enjoyed the day, but was exhausted.

Sept. 23.29; With the resource teacher.
Found out more about P.'s conception of her role; she's
strict, clear and consistent. She convinces the kids of
her good will towards them. I spent a busy day in the
halls, mostly around M.'s and H.'s rooms...t feel that my
experience with R.H. the other day was good for him. He
seems to trust me. He had to be pulled out of the class
today, but he came readily and talked to me a bit. He
worked very hard in P.'s room...I helped out more today in
the resource room. I don't think I can communicate authori-
ty very well - the kids immediately test me when P. leaves,
and they usually win... Was with P. again but didn't spend
much time upstairs. A sub was in M.'s room, so I was in
there most of the day. It was a rough day in there. I

felt pretty confident in that class that i could control it.
I had fun.' I'm not sure how much the kids learned, and
that bothers me. The sub was not very good.
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Oct. 133 Hicroteaching Workshop

Oct. 6.10: In an open classroom of 5th and 6th graders. He
and another trainee took over the class while the teacher
was out for a week.
Went into B.,h's class today,..I like the atmosphere hope
1 don't panic because of lack of observable routine. I en-
joy learning with the kidi really get excited by it...
Today Betty (another trainee) and I took over B.J.'s Class.
There was a good deal of chaos, but nothing to get uptight
over. The Class did not haVe too much 'productive' work,
but they did do a lot of testing nevertheleSt, some work
was done. Also, I'm convinced they see us ae keeping an
atmosphere similar to like the kids in the
clilss and notice a good deal of peer interaction and cohesion ',:

..... Today was a little better the class did a tiny bit
more on their own. It take&ta lot of faith in this method
to pull it off - also a lot of knowledge of what to do with
materials... I took the others out to measure and left J.
and W. with the impression that they would go. I guess I
was pretty inconsistent, I apologized and I think it helped
the Situation. In general, the day was too chaotic. I feel
we should offer more, but I can't seem to turn the kids on.
It's a real problem to Well, the week is over. I'm
tired and half depressed, half satisfied. I don't think
the kids learned much, yet I really liked the week and feel
I would like to continue that the kids would learn. I

guess I really like the kids... Oct. 14, Talked with B.J..
this morning, was happy she was pleased with what we did. _

Stayed with her class in the morning, and enjoyed it a lot.
She has a lot more control. HOreoVer, the kids do more work.

Oct. 1518; Week with At Teacher who moves froM class to class.
I enjoyed the week with C. I like what he does, or tries
to do. He is a hard man for me to talk to. Sometimes I
wish he could communicate his-enthusiasm to kida as well
as he does to adults.

Oct, 21: Well, it was a better day than yesterday. I was a
rover again. There was not much to do for a lot of the
time. However, I did get involved with D., but I couldn't
get far with him. 1 started an 141 and for a while it
went well, then 1 think he got confused and wanted out...
Talked with P. (Project Director) today about B.J. I'm
happy I did, because I want to get in that class. Also
was glad B.J. was enthused about my coming in

Own setting. The experimentation and settling on roles de-
veloped out of group discussions and the interaction that occurred
as we gained children for our program. When located in an on-
going school, the population of children was readily at hand.
When we decided to create our own setting, we needed to gather to-
gether a group of children for whom we might provide a needed
service and also who might serve as a teaching population for the
trainees.

We had observed the large number of children in Syracuse who
were officially or unofficially out of school some formally ex-
cluded, some asked dot to return, some awaiting placement to
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institutions or recently returned from institutions, some chroni-
cally truant'. This group was certainly in need of services and
also represented children with varying kinds of difficulty with
whom our trainees could work. As a group we made contact With the
city school adminietrators, didcuSeed our goals, and asked for
names of children and adult contacts in the schools. They gave us
some and on our own we contacted guidance counselors, school

social workers, and resource teachers who might have had dealings
with families or the children who were out of School. We ran an
ad in loCal papers and magazines Atkins parents ( and anyone else)
who had children out of school tO contact us, We also had an
open house to have prospective referrers talk with us. Later we
established relationships with the probation department, and other
non-school agencies who dealt with excluded children.

The following schedule of group meetings (small groups or
total group) for weeks in November is indicative of how time was
spent during this contact and search phase.

Tues. 9th - Meet at Board of Education with Assistant Superin
tendent of Pupil Personnel regarding our program and
referral possibilities.

Wed. 10th - Small planning groups
Thurs. llth-T-group

Fri. 12th - Meet with Urban Renewal officials regarding place for
our school.

Mon. 15th Director of S.U. Reading Clinic
Writer at New Reader's Press
Speak at our group meeting regarding their organi-
zations as resources for us.

Tues. 16th- (A.M.) Ph.D. student talk about taping our group
meetings for his dissertation.
Go to public school for DI SEAR demonstration.
(P.M.) Meet with head of adolescent treatment program
at local hospital regarding referrals.
Meet with stelf of local free school regarding open
curriculum.

Wed. 17th - (A.M.) Met tn subgroups to plan.
(P.M.) Meet with head of children's treatment program
at local hospital regarding referrals.
Dinner together at staff member's home.

Thurs. 18thT-group
Fri. 19th (A.M.) Met with social worker and guidance counselor

at local junior high regarding referrals.

(P.M.) Sub-group meeting-work session to write Model
Cities proposal.

Sat. 20th - Trip to residential farm for alcoholics and drop-outs.
Mon. 22nd - (A.M.) Grov meets early to prepare for meeting

11:00 Meet with Superintendent of Schools at the
Board of Education.

Tues. 23rd- (A.M.) Group Discussion-content session.

1
More is being written about this population of children, includ-
ing a monograph, The Exclusion of Children from School, Jacob
Regal (Ed.), Council for Children with Beltavioral Disorders; and
The Way We Co To School: The Exclusion of Children in Boston.
Beacon Press.
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24th-25- Thanksgiving

Mon. 29th (A.M.) Group Together-Content Session
(P.M.) Meet with officials of City Art Museum regard-

ing resources
7:30 Observe at Model Cities Agency Meeting

Tues. 30th- (P.M.) Seminar on Language Arts approaches (planned
by trainee)

wed. Dec.l- (A.M.) Subgroup to talk with Drug Counselor at Sub-
urban High School regarding referrals.

Thurs." 2. 1:00 T-group
7:00 Sub-group to meeting of local poverty agency.
7:30 Sub-group to present our proposal at Model

Cities Board Meeting.
Fri. Dec.3- 2:30 Meet as a group with head of Syracuse University

Teacher Preparation Program and Director of
Special Education regarding what we are doing,
the "substantialness" of our program, and
certification questions.

Through the search for referrals, we evolved a long list of
names2, which individual trainees pursued based on their interests
in terms of age and sex of the child or youth. Children were
taken into the program by decision of the Wup. Teams formed to
function with younger (ages 8-11) and older (12.16) youth, and
these teams made many of the decisions about the specific children

and their programming needs. Trainees began to work with children
on an individual basis as we set about to create a school.

Our relationship with public school officials was complicated,
to say the least. While they initially sanctioned our program and
provided us with the names of some children, they obviously had
questions about the openness of our program and its lack of simi-
larity to the public schools. %e include here a statement from
the End of the Year Report, 1971.1972, the first year we created

our own setting.

"A rather extensive data-gathering process was entered into

by our entire program. As a first step we established contact
with an Assistant Superintendent of Schools to offer our assist-
ance to those children excluded from schools and, in general, to
offer ourselves as human resources who could offer anotheralter-
native to children and youth. The negotiation process with the
public schools contains several issues, and it was necessary for
the schools and our group to be clear on several points.

First, we wanted to remain independent of the schools; in
other. words, we were seeking their sanction, not their curriculum
and intervention approaches to children's behavior. On the other
hand, it seemed important at the time to protect the children with

2Ve continued co receive referrals from many sources during the
year. While :le often felt we were not in a position to take these

children, we did try to make referrals to other programs, find
tutors for the children, or in some way suggest some direction for
those seeking help. We learned that there are a large number of
children and youth, particularly ages 12 and up, who are not

being provided for in public school programs.
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Whom We would be working, so that they could return to public
School when and if it seemed appropriate, Several meetings were

=held with the public school administrators, including the Super-
intendent of Schools, informing them of our plans and sharing our
resources with them.

We negotiated a kind of contract (verbal and philosophical)
with them. it included our reassurance that we had no intention
of alienating children from the public schools. We intended, and
We believe lived up to it, to keep children out of any ideological
disputes we might have with the schools. Our major goal was to
provide an alternative setting for children, who might then be
better able to define their learning needs and goals. We wanted
to be of assistance to children in defining and meeting their
goals, and that certainly could include returning to school. As
it turned out, the majority of the children with whom we worked
placed A high value on returning to school, and many did just
that. Several of our older children were already in junior high
school on a half-day basis, and we attempted to extend their
time in school or assist them in skills and social development,
so that they could best utilize their in-school time.

In very clear terms, we communicated our interest in provid-
ing an clternative for children, many of whom had no other learn-
ing environment available at that time. We have no intention of
doing an expose of the schools, and we told them so. For most of
the school year we received referrals from school officials, par-
ticularly those youngsters suspended at Superintent Hearings,
which call for youngsters being suspended for a period of six
mlnths, It is then necessary to find another program, and we
were utilized in several cases as an alternative program. As our
philosophy of open education became more obvious to certain
school representatives, there developed the basis for a degree of
suspicion and concern as to our activities and value, Several
"spot" visits by two school representatives fuelled this concern
and in an effort to have us all communicate more clearly, we
called a meeting in late April. The following letter is an at-
tempt to summarize the content of the meeting and to represent
both sides:

Assistant Superintendent of Schools
Syracuse City School District
409 West Genesee Street
Syracuse, New York

Dear Sir:

During the past several months you have expressed some
concerns about our Shonnard Street School Program. Until
our recent meeting of April 28 we had not responded in
an organized fashion, but rather relied upon informal
and impromptu encounters with City School District
Representatives as our school day was in process.

On April 28, with twelve representatives of our program
present and the District represented by you, and two
others, we discussed our respective positions.

You began by stating three concerns. First, there are
no formal classes being conducted, at least during the
three times you visited. Second, our training of teachers
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should include small group activities in which one

teaches functions with ten or more children. Third,
and this was cited as the major issue: "Is what you're
doing good for children?"

It might be helpful if I could respond to each of these
concerns. My hope in writing this is to keep our
communication going and to build for our future collabo-
ration.

First, there are no formal classes being conducted to our
school program In point of fact, there are and have
been formal classes Conducted for certain children and
aimed at specific content. As a rule we have found the

needs of these youngsters to be so enormous both for re-
lationships and skill building, that grouping has usually
been of limited value.

The argument, that they are going back to school programs
in which they are required to be in groups is not a very
compelling one Our expectation is that in tutorial situ-
ations in which each student received the individualized
instruction he can tolerate, he will be better able to
respond to more formal classroom procedures.

In our school program, a schedule has been arranged for
each child based on his academic needs, social Skills,
and the person or persons with whom he could work most
effectively, To the best of our ability and depending
on the receptivity of each child a plan was developed
for each child. This plan involved academic and social
skills. For some children, we could approach skill
building in a straightforward manner, others are so
frightened by learning (and by not learning) that we
needed to use a more activity-based approach. Several
children wanted very badly to return to public school and
our teachers then worked directly with the school person-
nel finding out which materials and skills were needed to
expedite the child's return.

Second, our training of teachers should include small
group activities ip which one teacher functions with ten
or more children. We assume that in some way this concern
is related to the first stated concern. The majority of
our teacher trainees have come to us with extensive
room experience. The stated purpose of this teacher edu-
cation program is to develop innovative approaches, en-
vironments and roles for working with excluded children.
For those trainees who needed small group experience,
there were many opportunities for them to do just that

Third, is what we're doing good for children? To a large
extent, this is a value question. if we addressed our-
selves to the "facts," the answer would be an unqualified
yes. The majority of our children are in school on a part
or full time basis; feedback from the majority of parents,
school personnel and agency representatives with whom we
have worked is positive; and extensive interviewing of
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individual children reveali both positive attitudes toward
our program and teachers, as well as a good understanding
of their own feelings and behaviors. We have engaged in
an extensive evaluation process in an attempt to both
document what we have done and improve upon our efforts.
Extensive case studies have been compiled for each child
and a summary of that material will be furnished the
public schools.

On the Other hand, if school district representatives do

not accept our point of view, then there is a basis for
disagreement, We honestly believe we Have lived up to
our initial agreement to present ourselves to children
48 a school program which would assist them in pursuing
their learning goals. We have done this to the best of
our ability. We have made literally hundreds of contacts
with school personnel, parents and agency workers. In no
instance have we attempted to dissuade a child from re-
turning to school. And once he returns we continue to
follow him up and offer assistance to his teacher and
others in the school.

In an effort to maintain communication we are enclosing
summaries of our contact with each of the children in our
Shonnard Street School Program. I hope these will be of
help to you.

Sincerely,

Peter Knoblock, Ph.D.
Professor of Special Education

In September of the 2nd year in which we created our own set-
ting, we held a meeting again with the Assistant Superintendent
for Pupil Personnel and the School Psychiatrist. We talked about
what we hoped to do and thr.iy talked about their point of view
about programs like ours. Here are notes from a staff membe.!'s
diary about the meeting and his recollection of the statements
the two school officials made:

Meeting at Board of Education, Sept. 21.

The meeting was a disaster. The representatives of
the school made the following statements:
"School is to work on kids, not to work with kids.
Your program is a friendship program. Ego strength is
academic achievement. The closer we stay to what the
schools do, the better....You can go to camp or the
Boy's Club for interpersonal stuff--school is for learn-
ing. These children are quickly coming to the close of
their mandatory educational experience and must learn
soon. We have to sweat them out. They're all back in
school in 6 months anyway. Most children don't feel
good about school and that's how life is - Hard Work.
We know schools are 10 years behind the times and we
have to play the percentage - doing what we see working
already:"

In essence, they felt that our focus on the emotional and social
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behavior of the children (which were the reasons they were out of

school in the first place) was unnecessary and that our commitment
should be to purely academic skill training.. They denied that our
program had had much impact ("they'd all be back in School anyway ")

and they disagreed strongly with our open approoth and our efforts!
toward making learning enjoyable. They saw our population of
children as a group that" needed authorities to force them to ac-

cede to. the schools' norms of appropriate behavior.

Our trainees, many of whom expected a warm or at least
cordial reception, were very upset. Several weeks later some of

them wrote:
"tMy anger has not subsided and I'm gladl
They pushed me further outside the net."

"Disbelief! At first I felt that they may have been
influenced-but my hopes for that are slim now One of
My reactions (which some people have seen as unrealistic)
is thatthey May haVe been taking a hard line at first
with us -and, may not care enough to put up further resistanCe
if we went back to them.: I can't believe that they are as

strong as they came across"

"My reaction to the meeting... is that they are threatened_
by us and probably will continue to refuse to see any merit
in our program. I therefore feel that we should establish

our school exclusive of either (of them,)"

"I felt my learning began then. I questioned if (those men)--

like life. I have One 4 lot of thinking about What moti.-
vatee,theM and their inside feelings'." T '

"It was one of the most amazing and incredible sessions I

ever at through. To think those men haws, good deal of
power:over people -kids and adults- and they have actually
etrived at the point that they are. Someone in the group

said it-and I think it summarizes my feeling - that those

two men, either through their own logic or as a way of
dealing with their own bureaucracy, have a teal Aehumardzing-

attitude that I don't think they even see or feel."

In effect, during this year we did not deal further with these
officials, except that we did receive a couple of referrals to our
program through their suggestion. We continued to m4intaintenta47
with personnel in individual schools and agencies, and many of
these people responded to us and our children.

Phesie V. Creation of Learning Environments

This phase covets the major part of the training year where
trainees gain their direct experience with children and tie this

in with theory and analysis during seminars and reading. We en.-

couraged trainees to develop an environment that might be a model--
for how they would like to be in the future and also to try out
new behaviors and work on areas in which they see themselves as

weak.
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loschool settinft, Trainees evolved their chosen permanent

role in conjunction with the other adults in the school and the

:Project Staff. Often whet the trainees did was a direct response

to a need in the particular classroom and the school, We en-

couraged trainees to be responsive to teacher needs and to es-

,
tablish a relationship with the teacher; the staff attempted to

monitor the negotiation process and help out when conflicti arose

between teachers and trainees. We found the trainees tended to

:, gravitate toward teachers with whom they felt personally comfort-

'
-able; this was more possible in the larger school where there was

a wider range of persons to chooSe from in classrooms where the

relationship was good, the trainees were often seen as co-teachers,

without much difference in status, and they had an opportunity to

have a strong impact on the classroom.

The kinds of problems in relation to trainees that supervis-

ing teachers mentioned were: (1) the trainee taking on too much

and not following through; (2) unclear communication between

teacher and trainee; and (3) disagreements between trainee and

teacher over the handling of children. In our first year, only 1

of the 8 supervising teachers felt she had not learned from the

trainee, The other teacheretlescribed having gained the following

from the trainees:
-appreciation of openness and honesty with children

and adults.
- specific skills with children.
-ideas, materials and activities to use with children.

- patience.

- value of empathy and moral support.
-greater ability to recognize own feelings.
-greater understanding of what it means to be black,

and trust of black person.
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The impcitAasv 4 relationship between the trainee and
Supervising teacher was indicated by findings from two different
instruments we utilized the first year. On Semantic Differential
ratings of 17 different concepts related to the training program,
the concept of Teatherr Worked With rated 1st on the evalOatiVe
dimension, 2nd of 17 on the activity dimehOton, and 3rd on the
Potency dimension. In the correlations of the scores on the
Teacher-Pupil Relationship (TPRI), there is a more positive cor-
relation (.5416) between a trainee's rating of self and the
Supervising Teacher!s rating of the trainee than with self and
other trainees. That is, of the measured relationships with
adults, trainees were most congrOent with their Siipervising
teacher. This probably indicates a higher degree of interaction,
feedback,and self- disclosure.

It would be
tivities trainees
role assignment.
more. The chart
took on.l."

Trainee
1

2 & 5

difficult to convey here the wide range of ac-
engaged in in the 6 months of their permanent
They did all a classroom teacher might do and

below suggests the variety of tasks trainees

Role
Assist full-time in 6th grade class designed as
uc'pen classroom''; took equal responsibility or
planning and implementation. Aiso did individu-
al counseling with two other boys in the school
who seemed to: have emotional difficulties.:i

Crisis Teacher-intervened in behavioral issues;
aubstituted in classrooms; did regular 1ttO
counseling with specific children; relieved
teachers so teachers could deal with problems
with particular children.

Assisted mornings in 6th grade doing Math and
Spelling skills; worked with three children
(grades 1 & 2) who needed indiVidUal tutoring;
and taught the Boys Chorus after school.

Assisted in grade 1-2 and took primary daily
responsibility for 14 children Os the claes).

6 Assisted in a mobile pre-school program (in
parents! homes) connected with the school; and
worked with individual children in the learhing
laboratory of the library (which she helped
create.)

7 Assisted in grades l & 2; worked as a to-teacher
in content areas; ran small groups of the Bessell
Human Development program; tutored and counselled
several primary children who were seen as need
ing both skill help and a relationship.

8 Served as a resource person to teachers on a
planned basis; arranged a schedule to move into
Various rooms and provide relief for the teacher,
or aid in particular activities or with particu-
lar children. She saw this as alloWing her to
learn aboOt a wide range of teaching styles and
children.
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'the second year that we were attached to a sChool, trainees
00k-equally as diverse roles., 110Wevet, since the school was

li=smailer, some trainees chose to locate elsewhere for part of the
'tiMe. They worked as a group leader 6'4 puhliclunter high ad-
Pstment class, assisted in a special class for EMR children, Co.

:

;taught in an open classroom at the school of a residential set.
:tins for neglected boys, worked as counselors in a college prepa .

program for drop-outs, and two trainees established
~ ._Classroom for adolescents in the psychiatric unit of a hospital.
"--These settings were sought out by the particular trainee with

from the staff. We counselled trainees to choose a:claes.
room environment that would allow then to explore new knowledge

-and skills in the directien of meeting their learning needs.

Own setting -. There were many factors that affected the
learning experienceS Created by the children and adults in our
own setting. The most potent of these are discussed belo-w.

141v-steal settinR, The space available and its nature can
set a tone for the kinds of activities within it. ,One year after
much searching for "free" space in the city, we located at a
small Boys Club in the Model Cities area (where a number of the
children in our progrem lived). This building was a concrete
structure with two game rooms, a large gym,- a shop and an office;
the facilities clearly "spoke" of recreation. We brought in
pillows and curritUlum materials :to try to change the tone of one
oUtharooma to a more "school-like" atmosphere. : Since the build
ing was utiliOdiaa a Boys Club each afternoon, after "school" we
had to pack away:our "things" each day. By the end if March
several trainees had hegun meeting with the children in a setting

.Outside the Boys Club often an apartment - or utilizing trips
as a major activity. They felt that this was more comfortable for
them. The second year we used a small house under an arrangement
with SyraCose University. Here there was less space for physical
activity and the rooms were furnished with desks and soft chairs.
While we continued to utilize trips out into the community, we
found group meetings and quiet activities easier in this setting.

Time.: The first year in the Boyk Club we operated a morning
program, 9.12 weekdays. Many of the children and yOuth in the
program theit went to a public school in the afternoon. Since we
had them during what school personnel consider "prime time," we
felt pressure to push some focus on academic skill that particu-
lar individuals needed. The 2nd year trainees were interested in
an afternoon program, which met from 1 -4; with this time slot
there was less pressure for academics and more focus on recre-
ational and enrichment activities.

Needs of particular children. The needs of the children
varied enormously, and we as a teaching group (trainees and staff)
had to respond indiVidually to each child. Most of the children
Were referred to us for some perCeived behavioral reason; some
had academic deficiencies but these were seen as secondary to
other problems. The following descriptions are from trainee case
reports on the children Specifying areas of difficulty:

expression of racially'related black /white fears/hostilities
(on part of blacks and whites);
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extreme responses to anxiety (attack or withdrawal,
excessive joking);
continual/persistent testing of adult limits;
avoidance of sChoOl-like tasks and adult-structureeraCtiVit144;
disorgabiled behavior with peers fUnctioning as group
lators;
act out and respond with anger to "authority" figures,
seldom cooperate with adults;
submitsion to peer group pressure;
attempting to "con" others;
refusal to initiate or participate in group activities;
difficulty in making commitments, in following thrOUgh on
agreements or contracts;
refusal to see or admit responsibility for own actions;
runs away from home, difficulty in communicating with
parents;
poor hygiene;
does not demonstrate skill in reading or math;
fantasites excessively, especially related to sex, attempts
to act out some fantasies;
focus primatily on self; lack of concern for othersi
sees self as unskilled, unworthy;
losing control in:anger, tantrums;
react to frustration by destruction of property;
steals;
inability to talk about self;
is very critical, cynical;
expects too much of -self;

lying;
difficulty in retaining inforoation.

Often adult-initiated activities were designed to focus on
relationships with peers and adults, self-concept, sustained at-
tention, thoughtfulness about one's own behavior, awareness of
consequences of behavior, as well as attsinmenta academic skills
and content. Therefore, group games and group discussions were
Seen as appropriate as math lessons. In addition, we tried to
respond to the requests that school perSonnel made about the
needs of specific children.

Needs and resources of trainees. Each trainee had different
goals for themselves for the training year, and we tried:to design
activities so that experience was available in different areas.
For example, some trainees who wanted to learn to teach math, ran
math tutoring sessions; other trainees who felt they needed ex-
perience in group discussions took responsibility for group meet-
ings.

Likewise, we as adults shared our interests and resources
with the children. So various trainees taught art, music, karate,
science, outdoor skills, drama (role-playing), and model building.
As well as being an end in themselves, these activities served as
a way of establishing relationships between adults and children
and among children.

Goals of training group. Much of the group time during
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1)4114i 11 and after was spent talking about the 141115 of educational
qietting rte. valued. It was these ve10ee.heiie philosophies) that
4hAd a large.impact on the design of the prOgrani for children, in

Setting, we had pre-selected trainees who ,were interested in
:tore open classrooms; in another prOgrati, trainees and staff
fillight decide upon some other apprOich An example of a trainee

!.Tdetermined goal statement is the following proposal written for.
the Syracuse School officials in an effort to introduce ourselves

Yand establish contacts toward getting children for our program.

A Proposal

Goals--1. to create another educational opportOnity in

Syracuse for children who have been seen as
problems in school and who are now in school
on a part-tiMe basis or who have been excluded
full-time;

2, to provide an accepting environment for children
who have had difficulty in adjusting to school,
and to meet these children's needs regarding
acquisition of skills and personal development;

3. to provide an avenue for reentry for these children
to fuli-time school;

4, to identify teachere in public schools both willing
and able to deal with disturbing children;

5. to provide support for public school teachers who
have contact with these children;

6. to inform parents about our program and elicit
their support and participation in their children's
education;

7, to utilize existing community resourcea- -both human

and material--in establishing and maintaining a
stimulating and therapeutic educational environment;

8. to provide a training_ environment for our group of
teachers committed to inner-city children and
schools, an environment which focuses on both
teacher skill acquisition And personal development.

11. Who We Arc--A federally supported (U.S. Office of Education)
Special Training Project to prepare teachers for inner-
city teaching. The project is a master's degree
program in Special Education at Syracuse University.
The program originally focused on training teachers of
"emotionally disturbed" children, but now we are di-
rected toward inner-city children and particUlarly
those children who are unable to adjust to and/or have
been excluded from public schoole. We have believed
that the best learning about oneself as a teacher is
through doing it, with feedback from others. The
program includes II graduate students and four staff
persons. Our group consists of people whose teaching
experience ranges from beginning experience to ten
years. We offer varying skills and,resources, includ-
ing such things as the teaching of elementary reading
via the Bank Street Reading Prograth and DISTAA, the

Sciences (particularly chemistry, biology, astronomy),
health and hygiene, Spanish, German, French, math



skills (including knowledge of the computer language,
Logo), social studies, English, drama, role-playing,
craft000 indOet and outdoor, camping, physical
education and music,

III. Who We Will Be Working With - -We are concerned with children'i.
ages 5.18 years, in the city of SyrdicuSewbo have had
difficulty Adjusting to the public AchOols. This
would include children with a wide range of difficul-
tied.4rOm very,Withdrawn to very aggressive behavior.
Tbett common situation is that they are now in school
on only a ipart.74M0 haste or haVe been excluded on a
full -time baste.

IV. The Program for Children--We plan to work daily (9-12,
Monday through "Friday) with children on an individual
and small group basis to involve then in a learning

experience that will be suitable to their needs. The
adults will work in teams with children of varying age

groups. If possible, meals will be ptevided for the

children. The program will be a diverse onewith a
focus on both academic skille and personal development,.
We want Children to improve their skills in math and
reading, as well as skills in more appropriate inter-

action in social situations With Peers and adults., We
would hope that through this exPerienee the children
$ould feel better abOut themselYes, have a growing
utderstanding of themselves and their relations with

othrs, and their Parents would be more involved in
their ehildren'S learning. We can Provide a wide .

variety of enrichment activities, based on the interesteci,
and resources of our group, as well as those of the
children, parents and other members of the Syracuse 'I--

community.

All of the above factors:had an impact on the kind of learn-

-trig environment created. in an effort to describe more concretely,
we are including here examples fVPM weekly logs by three trainees.
It is evident that while they worked together at times with a
group oUchildren, they also spent time alone And in a tutorial

way with one or more children and each puteued her own interests.

This:flow of moving together then apart, working atone and in a
group, has been characteristic of the settings we have created.
Afterthe pages of logs we make some comments about trainee style
and the variety of activities demonstrated in each log.

The trainee in Log 1. is a very active woman who has a strong

committment to academic skills. She putsued a math tutorial
progtam with a numbet of individual children throughout the year,
She also was willing to be involved in conflict with children and

intervened often to help. These days were also typical of the
intermingling of physical, emotional and cognitive experiences.
Many of the children and youth enjoyed athletict., and we saw
physical activity (here swimming and volleyball) as: Opportunity
for socializing, aiding self-esteem, and increasing comfort level
among childten and with adults, as well as teaching a physical
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WEDCLY LOO

Saw you had contact with:

Yes

r

or
V

No.
Times

Check if "yes," Indicate P for Phone,
V for Visit, Yho, and Topic

1. X School Personnel Y 1' Teacher, S. School re: bow to keep kids in
I 1 school thet other adults want to get rid

of. Wrote letter to Asst. to School Pay.
chiat. re: T.B.

2. X Agency People P 1 O.C. Probation Dept. re: referral of S.K.

1. X Parents V 1 Mrs. S. vet O's progress; initiated by her.

4. X Significant conversation
with Project people

V I r.- Did he think I was too focused on my-
self and not on him in my question re: his
silence in Tues. meeting? Glad I asked.
Resolved.

1 B. Reg. supervision - Mutual Support &Asko.
1 M. re: Now do we feel about program; got

tiese to honesty.

List Briefly what you did in thee. time blocks with kids end/or adult&.

Thursday Friday , Monday Tuesday Wednesday

A M. Planning meeting 9,10:30 Merrick No seminar. Spent Drove people to Attended $,'s
with all adults, Sch. Clem (2nd. 1% hrs. making the polls all lass. 'naked
Covered lots of 3rd) 3rd session list of books to

,

A.M. Literwards re:
procedural issues, Vocsbulary Devil,

°pent Program;
very high inter-
est 6 partici-
poLi00.

order (M., X., L.,
too).

responsibility
in a group.

P.M. 1.3 at 214 lois- 2.3 at Boy's Ctub At 214 - 1.1:10 Encounter grp. At 214. Read to
play . J. full low key Wes. Played Voc. game at 214. Nerd D. Interview
participatioo Transport a prob. with D. 1.., V.,- work - soma with V. Helped
O. began to open. tem. Basketball fun, good persp- beginning of T 6 D with

and swimming. active on their
sight vocsb.

intervened w/D. 6
R. re: fire 6
also fight

response aeons
group members.

Close talked a
lot re: our
program.

fight. LS1
Talked wJJ.0.
after.

(verbal)y/11.
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skill. Swimming occurred regularly once a week.

The computer is an example of our use of community resources;
several trainees took a course in which they learned LOGO- a com.
puter language for children - and then utilized the University
computer facilities to Involve some of the youth in that activity..
The meeting J. attended (with the program director and another
trainee) with the Syracuse school psychiatrist is one instance
like many others in which we tried to work cooperatively v.ith the
public schools, in Syracuse, there is one school psychiatrist
who is technically responsible for the exclusion of children from
the school system and we had many dealings with him with reference
to the status of our children.

Log II. is written by a trainee whose main interest with
children was interpersonal interaction, toward a counselling role.
She tended to be less interested it initiating academic content.

She used games and crafts activities as a setting for talking with
children. In fact, in her logs over six months, the phase that
appears most frequently is "talked with." She often got involved
in behavioral incidents with children and would really put her-
self in the process as she and child worked out a solution. This
log is from the earlier stages of our group of children and
adults.

Log III. is from the second year in which we created a school.
This trainee has been involved in the Syracuse community for many
years and knows its resources. He has been a most active advocate
of children. He also is very committed to relationships with
children and adults and was frequently involved in talking out
conflict situations. Over the years he has developed his Own
language arts curriculum around vocabulary role-playing and used
this often with the youth in our program. He spent one morning a
week in a class at a local elementary school where he taught using
this approach; he would take some of our teenagers and other
trainees with him to help out and learn at the same time.

While these three logs show varied kinds of events at the
school, they don't really indicate the wide range of things that
trainees and children did. Among these were extensive field
trips, cooking, physical training, (like Karate), language ex-
perience activities, library visits, films, crafts, and music.

Phase VI - Advocacy

This phase continues' throughout the program after we make
contact with children. This has meant reaching outside the
school setting to effect change in the life of a child. Our
trainees have actively sought out resources in the schools and
community agencies, people with whom the children could interact
and who could assist in school placements, finding jobs, voca-
tional training, recreational programs, and so on. They have
maintained relationships with parents as well. Most of our
children were found placements in schools following our program.
In terms of training this has meant aiding trainees in responding
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to adults as well as children and also learning how to seek out
the resources of a community,

The following is a page from a weekly log of one trainee. It
_,indicates the range of contacts one person might have with adults
in relationship to the progra6 for children and hit; or her own

learning. in one week this trainee had contact with parents, the
--tiosistant superintendent of schools, two social workers, a home-
-hound teacher,. the director of a family center, university facul-

ty member, prOject staff and other trainees. From Jamuary to
:;--June of one year we tallied contacts the nine trainees had noted

--in their logs and these amounted to
135 contacts with 20 parents
200 " 60 school people
100 " 50 persons in city, county and private

agencies.
This is an impressive record of time and effort on behalf of
Children and it had pay off in terms of school placements as well

as other areas of their lives. In 1971-1972, 15 of the 19
children with whom we worked returned to school the following

September. Of the others, two were sent to a state training
School because of trouble with the law, one has a job, and one
refused to attend school. Job or camp programs were found for
most of the youngsters for the summer.

Some of the children and youth have continued to have diffi-
culty in school, and we have followed them up. In two cases
where the school system seemed to be reneging on agreements to
provide services for formerly excluded pupils, we arranged con-
tact between the parents and a legal advocacy organization; suits
were threatened and the school system under that pressure pro-
vided the rightful services. Unfortunately a legal approach still
cannot effect the quality of those services; it can only deter-

mine the tight to them.

Parents are one of the most powerless consumer groups in the

education field, particularly poor parents. We made a point of
extensive contact with parents in an effort to give them a
balanced picture of their child-strengths as well as needs. So

many parents have questions, fears, concerns about their children

and schools, and have seldom been encouraged to participate in
joint problem-solving about their child's education. We tried to

do this. As one would expect, some families were receptive, and
others for varied reasons were less approachable. In addition to
visits and phone contacts during the year, each family received a
letter at the end of the year about the child's participation in

our program. An example of such a letter is included here:

June 12, 1972

Dear Mrs.- P.:

I am writing you this letter at this particular time, because I
-feel that you should be given a complete report on your son, D's
educational situation and status. As you know, this school year
is coming to an end, and it is part of our program's family com-
mitment to keep all parents informed as to the progress of their

child.
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sum

Dates Covered

WEEKLY LOGWORK WITH CMILDRIN

1. Please check YES or NO nod, if YES, then describe briefly.

YES NO i' Times ACTIVITY WITH *CM TOPIC AND omen
1. X 2 t(me, Visit parent(s) Mrs. W.

Mrs. L.
Bus to Shonnard St.oo o o

Re: C, their moving her hose
her going back to studies.2. X

X

3 Visit school per-
sonnet.

Dr. 11,Aset.Supt.
of Schools,
Y.S. School
Social Worker

Academic conttacts we have to
get started on individual one..

C. - bov he's doing, more hie-
tory; exchange ideas.X P.M. Teacher at Xing . tt3 child.3. Phone conversation

with parents.
D.C.

4. X 3 Phone conversation
with personnel.

J., C.
Dr. K.,s office

C.'s time 6 coordinating work'
getting Mite C.'s nuber

X

X

P.M.

J.B.

(C."11 homebound teacher) re;
her seeing C. at Boy's Club -
they wouldn't give NY ter num-
ber (got it through Dr. B.)
re: too kids; goi°11 to 4.°
their teachers and them.
re: kid from MklinIty.brightonS. X I Contact non-school

person/agency re:
child.

S.A. See about student who might be
interested in doing 1 -to -1
work with kid at King.4. X 2 Contact non-school

person /agency re:

other Project
business.

S.A. and

Film Library
le: movie for semtner.

7. X 2 Extended talking

w/Project Staff
S.

K.
the program.
The program.S. X Several Extended talking

v/Project Students
V. Project, pressures of kids

S., X., D.
J. 6 E. Re: Math stuff; work on Biggs

bk. for resources. C.
A. Taking in more kids.
B. 6 S.

9. Other
1,



This marks the end of the second year that D. has been affiliated
With our program, and though he will soon be returning to school,

-,we enjoyed all of the interaction we've had with him. 1 only hope
that you haw, found D.'s changed manner as refreshing and reward-
ing as I have.
The types, of things that D. has participated in this year are in,
cluded in the following list: Mathematics, Science, Reading, Ear-

-ate, RolePlaying, Vocabulary Building, Rap Sessions, Games,
Physical EducAtion, home visits, school visits, program meetings
and scouting the community. To explain what is meant by scouting

-_- the comituility, we used many of the community resources to help D.
learn how to survive in this highly competitive and technical
world: We are both aware of D.'s past and the state he was in
When I first came to you in November. I hope it is not too pre-
mature to say that D. has matured a lot these past six months. He
now has a pretty good idea of who he is, where he is going and
what he would like to be. D. has grown into a fairly stable young
man, who has perfected devices which will enable him to check him-
self out when a crisis situation arises. He is no longer the
dangerous, unpredictable and bizarre person as say the reports at
the Board of Education. D. is a very sensitive, likeable and
Caring human being. As a matter of fact, I am so convinced of
this that even though I won't be in the program L will continue
to work with D. on a part-time basis.
Presently we are in the process of trying to find D. some summer
employment. His preference is to work for the Neighborhood Youth
Corps, because he wants to work the entire summer, but if this
doesn't materialize he has a chance to work for one month at a
camp. If you could help me to convince D. to improve his swimming
Skills, he will never have to worry about a summer job again.
Finally, I would like to say t am really glad D. is going to be
given the opportunity to return to school next fall. The people
at Ho W. Smith were more than cooperative in trying to help D.,
and are looking forward to working with him.
If you have any questions about D., please feel free to call at
any time. I will gladly give you any help I can.

Sincerely yours,

V.R.

The advocacy role is a very complex one and each person has
to respond to his own style as well as the needs of the child or
family with whom he or she is working. Comments of trainees about
this role are excerpted below:

I have been mainly concerned with school personnel in
garde to the "advocacyurole. The weight of any of our
recommendations, I feel, will depend as much on a solid
working relationship with teachers and counselors, and a
mutual confidence, as on the particular program or strategy
we devise. I think the advocacy role can really suffer
from too much breadth; being all things for some kids
spreads the resources I have too thin.

I guess the most difficult thing to understand and ac.mpt
has been the incredible hierarchy that has to be brolwn
before even beginning to accomplish anything. The next
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most difficult thing to comprehend has been the evident

lack of concern for these kids and what happens to them.
For the most part, the consensus has been "just get them
out of our hair." There has been a startling realization
on my part that there are few places for children who have
been labeled deviant and children who refuse to conform...
have literally no place to turn to.

I find the "advocacy" role very rewarding. It involves an
unbelievable amount of time on the phone and in the car,
and the progress made seems nowhere near as monumental as
the energy expended, but every little step is very signifi-
cant. As a teacher I never made time to help my students
socially or emotionally, just academically. This year I
have that opportunity. t can help very few people, but I
can help them in all ways possible. The advocacy role is
not simple or easy to define, but it is probably the only
way to really help someone,, really change the course of
someone's life.

Phase VII - End of the Year Evaluation

We try to spend some time togother as a group of adults after,
our program ends with children, During this time we fill out
evaluation instruments as individuals, and trainees are asked to
assess to what extent they have met their learning contracts. We
have met as a group to discuss the year (sometimes taping it)
hOw it was and how the program might be changed; in two of:
years we used a retreat /encounter weekend format to do.thia. Ins
dividuals may ask for and receive feedback. We also utilize this
time for clean up (literally) and finishing up case reports and
other materials on children. We solicit feedback from community
and school personnel who have had contact with our program, in an
effort to better understand what our impact has been.

In addition to the day-to-day activities, trainees initiated
and participated in many events to aid children and present our
point of view. These included the preparation and presentation
of a 2 day workshop at COD attended by several hundred people,
as well as local programs on advocacy and parent meetings on legaL
rights of children. Trainees also have produced materials that
have been used by others (e.g., self-instructional modules,
papers, slide show, video tapes, photo essay, and a brochure on
our program).

Summary

In this chapter we have described the phases of the training
year in various settings - within an established school and in our
own school. We have tried to convey the particulars within the
general model by using the logs and words of our trainees and
staff. We hope the problems as well as the pluses of a training
program such as ours are evident from this kind of report,
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Content of the Training Program

A Major goal of our training program has been to integrate
Vtheory and practice. This focus grew out of experiences with many
'teachers who felt in hindsight that their undergraduate University
' training had little relevance to their teaching. We hoped that by

extended field cgperience as the central training component,
and interweaving "content" into this experience, we might make the
training time more appropriate to the jobs,our graduates would
take.

The "content" changed then depending on the members of the
-group and the classroom-based cbncerns that trainees had. When a
need for particular content was noted (by trainee or staff person
or school personnel), then a variety of means were available for

. dealing with the need. These included independent readings
1-(staff-suggested or trainee determined), self-instructional
modules (previously written by staff), seminars, university
courses

*
observations and visits to other settings and outside

`- rOsources, speakers, and workshops. Some "content" then was
'idiosyncratic and reflected very particular ueeds of one indi
vidual.

Typically, the year began with staff members taking more in-
itiative in the group content sessions. We began early by talking
about the philosophy of the program and our hopes for its partici-
patory nature. We expressed some interests that we had as staff
that we would like to share with the group (e.g., history of the
program, philosophical issues, the contract we had with the school
personnel, etc.), and also set up an exercise by which trainees
would think about and share their learning needs and resources.
By looking at the individuals in the group and their perceived
needs, we as a group could decide which areas we would like to
cover as a group first, who could help with these and when we
would do it. Often at the beginning, staff members would work
with one or two trainees in planning a seminar presentation on a
particular topic; later trainees planned most sessions on their
own. We felt that, the planning and preparation for a seminar was
as valuable as the seminar itself; not only did the plenners have
an opportunity to seek out and organize information, but they also
had practice at designing presentations that would be involving
and effective (to translate to their work with children).

4( The program had been designed so that, within a 30 hour M.A.,
.trainees received the majority of the course credit (21 hrs.) for
the work they were doing within the program (i.e., time with
children, group seminars, planning time, individual readings and
supervision). For this we utilized student teaching credits, the
2 introductory courses in Emotional Disturbance and Independent
Study and Field Experience credits. In addition, trainees were
required to take 9 hrs. outside their major field of study. These
courses were chosen by trainee interest and relevance to program.
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We periodically took a meeting to plan the next six weeks or
so, using the format of taking suggestions for areas of interest,
gathering data about persons interested, getting volunteers for
planners and deciding on a date for the presentation. .Individuals

also volunteered to share a topic that they had knowledge and
Concern about,-and the group usually welcorted this, even if the
topic had not Sprung from a group need. The sharing of one's re-
sources became a valued behavior and increased a member's feeling
part of the group.

We Utilized several different formats for time together as a
group. When we Worked in a school setting trainees worked five
days a:week with children, except Tuesday and Thursday afternoons
from 1.5 during which we met together. Usually 1.4 was "content",
while the last hour served as a "process" time to talk about the
program and how the group was functioning.A4e also designed some
Special workshops (e.g., microteaching) that met during the school
day; in these cases we arranged ahead of time with teachers and
other school personnel for this released time. WeAlse tried to
include regUlat teachers in these special workshops when we could.

In our own setting, we spent half-day with children, and
utilized three other time blocks to meet as a group - one for
theory, one as an encounter group, and one to plan for and talk
about the children and the school program. These time blocks took
very:different forms depending upon the individuals and their
styles. Since in our own setting we as adults were responsible
for the entire planning of the environment and needed to work to
gather, the time spent on planning, feedback and our own relation-
ships became very important. These processes also served as a di.
feet model of a way to design an open participatory environment
with children.

Group Content

The content areas that we covered as a group were developed
through staff and trainee suggestion, There were in a broad sense
two kinds of sessions: (a) discussions evolving out of an experi-
ence some(or all) of us were having (e.g. an observation in a
school, an incident with a child, slutiunships among ourselves,
plans for a group of children, conflict with school staff); and
(b) planned presentations on a particular topic, which might take
the form of a lecture, group or individual activities, audio-

visual materials, requests for readings ahead of time, etc. In
both these approaches we tried to interweave process and content, .

a trainee's applied work and theory. So in discussing experiences,
we brought in relevant theory; an early behavioral episode wit.
nessed in a classroom observation precipitated a discussion of
possible interventions and led to a long series of seminars on ego
psychology, behaviorism and concomitant classroom practices (Redl,
Hewett, etc.). In turn, theoretical sessions (e.g., Illich,
Piaget, Group Process, Children's Rights) were seen as incomplete
unless some tie-in could be made to the children with whom we were
working or other classroom situations that trainees had experieneed.

Staff members also brought to the training program varying
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eXpertise and biases about what content was important. We decided
in4ividually about topics we would like to initiate and also de-

-oidod as a staff group about areas we felt needed to be covered
of they had not arisen out of student expressed concerns) and
when it would be appropriate to do so. Some sense of staff-initi-
ated content can be gained from the list of assigned texts (ens
appendix)' which were ordered by staff members but were utilized
.differently depending upon the group and the individual trainees.
The following are examples of sessions presented by staff members:

':our Project training model, the psychoeducational approach, 6*-
serving and discriminating behaviors of teachers and children, a .

series on group process and sotiometry, microteaching workshop,
Open edutation, values clarification, diagnosis, styles of therapy
and teaching, films (e.g., Warrendale, Titticut Follies, The quiet
222), Children's rights, role playing, linguistic approach to
teaching reading, Life Space Interviewing.

Trainees also initiated many of the topics covered during
group meetings. Sometimes they asked staff or outside resource
Persons to present the material; often trainees presented the
Seminars themselves. Topics trainees organized included the
following: what is art; inequality in education; activity-based
approaches in science; theories of Piaget, Bruner and Montessori;
adolescents and group homes; change agents in schools; men's and
women's roles; social forces in the city; drugs; therapeutic
milieux and residential treatment; deviance; black language
patterns; pressures in inner-city schools; clinical role of the
teacher. One year we made extensive use of consultants and visit-
ing speakers; these included National Training Lab personnel,
David Young on Microteaching. Fritz Redl, Seymour Sarason, Ray-
mond Elliot on Urban Youth, William Kvaraceus and Helen Kenney,
John Wilson, Clark Moustakas, and Arthur Seagull.

Much group time was spent in planning for our groups of
adults and of children and in discussing and giving feedback on
experiences after they happen.

Individual Content

In addition to group time, there are a variety of opportuni-
tees for trainees to pursue idiosyncratic content. Independent
reading and research programs were always possible, with project
staff open for discussion and supervision. Separate field ex
periences could be arranged as well. For example, one trainee
spent a semester in a special class while another arranged an
internship with administrators of an Afro-American curriculum in
an inner city school; both these people felt these particular
settings had characteristics that met their needs.

Trainees also utilized the "outside" courses as a way to
meet specific content needs. Trainees chose courses such as

-Group Guidance and Counseling, Black and White Society, the
Secial Child and the Law, Remedial Reading Instruction, and
Activity Approaches to the Teaching of Mathematics. Some train-
ees took an Independent Study with another faculty (e.g., Creative
Movement; Change in Schools).
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The contract format was used as a means of helping individu-
als organize their content. The contract served as a way for
supervisors to talk with trainees, too.

A Process for the Content

We have described here the variety of ways in which content
is approached in the program. The central figure in this training
program is the individual trainee and his or her own direction.
We feel,that our fluid format allows a great deal of room for the
personal style and interest of each trainee as well as responding
to staff needs for input. This design is based on philosophical
beliefs about learning: that it occurs rapidly When it springs
from a need within the individual, when it is derived from an
active rather than passive experience, and when its means is ap-
propriate to the style of each person. (These beliefs are expli.
cated more fully in the orientation section of this volume.)

This approach self-initiated learning - is difficult for
students who are unable to decide their own direction; and as a
staff we have found it hard to radiate a very structured environ-
ment even when we can assess that this is the need level of a par-
ticular trainee. Most people coming into programs of this sort
initially find it an adjustment; they feel at a loss, overwhelmed
by the possible directions in which to go and by the responsi-
bility placed on their shoulders. They may also not believe the
staff really means what they say and spend time testing the limits
to which staff will allow trainees to be inactive, or to be nett,
conforming to the direction of most of the group. Trainee com-
ments quoted below indicate their perceptions of some of the
problems and rewards of such an approach. One problem is that
needs change and so does awareness of them. A trainee's comment
in June refleos this.

I tend to think that in some ways I really didn't use the
freedom to find something that best suited my needs. But
I think part of my saying that now is because my needs are
clearer to me for having experienced s'me of the things
did, And for knowing now that I think I might have gotten
more content training, if I had really structured something
regular--either with staff or with a course, or with some
teacher (or teachers) in the System. Anyway, this reflects
a change, because I was consciously choosing to "plunge into"
the Boy's Club activities, hoping that I would also get some
skill experience at the Boys' Club. And I was less inclined-
to look to a regular time for observation or a regular time
for course work as a way to learn a skill.

This trainee describes initially not trusting the staff and
being concerned about what limits there were on his determining
his own activity.

I was given an opportunity to clearly spell out my individual
learning needs. Further, I. had the additional advantage of
defining how these needs should be met.

The difficulty came in accepting 0.1 reality of such a free
environment, I felt that I made the adjustment in terms of
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self - direction. I feel my reaction has been positive,
and i have been able to increase in my capacity to inter-
pret and apply tenets of self-determination.

At first, I anticipated a stronger staff response, although
I had heard the verbal philosophy. To some extent, I held
back Waiting for the "come down". In a response to this
freedoi, I was able to decide that the Boys' Club experi-
ence would be leas beneficial for me than an alternate
plan to spend time at Jones School.

I am basically a free person and prefer an open setting.
Structure, however, does not bother me. On occasion I
welcome it when it comes from someone who can assist me in
finding self-direction.

This trainee talks about self-direction and the impact a
group focus has on the individual. She also describes the con-

. flict of a person with a high activity drive level.

But it hai been hard for me to work within the group anti
it has been hard for me to be reasonable about my expec-
tations of myself. Making an individual decision and
making a group decision are two very different things,
and I really had a hard time with the added uncertainty
of group decision-making. One of my discoveries this
year is that I do tend to decide, act, or talk rather
quickly and without a lot of delay. 1 just plunge right
in% Others are not so eager to act without thought.
Therefore, 1 often found myself waiting or holding back,
so that decisions would be the whole group's----not just
mine. This waiting or holding back was hard for me.

Not being able to do everything was also hard for me. I

guess I have always been one to drive myself, but I never
realized it so much before this year. I wanted to work
with each kid, talk with each adult, go to each seminar,
etc., but couldn't, of course. It was hard to say no to
a parent or probation officer who wanted me to take on
another child; and it was hard to admit that I was focusing
more on kids than adults; and it was hard to take a day off
and sit home and do housework, rather than go to the Boy's
Clubbut sometimes I really needed to, because I wasn't
feeling well or was depressed. I came into this year know,
ing that it would be a rare opportunity and it was hard to
waste some of it.

This trainee articulately expresses how complicated a self-
directed program can be for someone who takes it seriously. Her
Statements are from October and June of the training year.

-OCTOBER The freedom of this project to me means an acceptance
of each person--student or staff--for what he is, where he
is and where ho wishes to go. There seems to be an im-
plicit trust in each of us that we know what is beet for
ourselvesand that there are people around to help us
figure it out, to give us a lot of feedback on our thinking,
acting, relating, behaving, etc.; that this kind of feedback
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is given and asked for freelythere are no strings ,1...t-

tached (e.g., grades), nor pressures to do or be a certain
way - -that With this kind of freedom we will come to trust
ourselves more and be more ourselves and that this is
learning and growing.

JUNE-I've been struggling a great deal with this whole question
myself the last few weeks, and I'm not sure that I have it
clear in my mind yet. There certainly is something here
that has not been in any other educational setting I've
been in. Whether it's really freedom that for the first
time in my life the philosophy of a staff and program
really matched my own philosophy, as well as needs and
wants. 1 guess though there is a real kind of freedom
from being in this kind of environment. Maybe it's this
that I've experienced. I think one of si*,- problems about
accepting this as freedom is that I've done so little on
my own this year. I keep feeling that if I. were really
free, I should have been more indeopendent, more self-
'directing; instead I never missed a group meeting; I at.
cepted and acted on a great many of the suggestions made to
me; I took all the elements of the program very seriously
and praised them highly to everyone I knew. This behavior
seems so much more pasoive in a way than my behavior in
other situations where I certainly did not feel free nor
I could be self-directed. Perhaps it's thatI had gotten
accustomed to using my energy and talents to go against some-
thing rather than using them for something.

This certainly hasn't been an easy year for me, but at no
point would I have chosen to be some place else. I never
really had a question about whether this was the right pro
gram for me - -I just really felt good about it. This is a
very unusual situation for me.

I don't know if the difficulty I experienced came actually
from the freedom of the program so much as from the questions
the program in general raised for me about myself. I think
because I was asking a lot of questions and feeling very re-
flective much of the time, I found it difficult to direct my
self to productive external uses of freedomsuch as creating
something of my own, doing a lot of studying or assimilating
ideas and producing something new. I think I felt more self
directive and creative and productive last year when S. and
I set up our own classroom. When I came, I really thought
that I would again have a chance to create a learning en-
vironment that I liked, both for myself and for some kids.
I had in mind some idets for both, none of which I really ac-
complished. I didn't have in mind ,to get so much into myself,

I definitely prefer a kind of structured situation to a tom--
pletely non-structured one. I like a structure which in-
cludes a wide variety of possibilities and choices, a great
deal of flexibility, a humanistic approach to people and con-
tent and most of all, one where a lot of communication among
the people involved can happen. I feel that it takes a great
deal of organization to create this kind of environment that
I feel comfortable in.
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This is my second try at answering these questions. Freedoms I've
expressed this year:

To express what and how I feel to others.
To do what felt good to me and change what didn't feel
good (e.g., work with kids someplace other than the
Boys' Club).
To pursue things I was interested in; required stuff
that I wasn't really that interested in doing took up
minimum time.
To really enjoy being with other people.
To choose many different ways of learning--other than
reading.

To integrate my day so that work and play, kids and
adults, learning and non-learning, became closer together.
To go pretty deeply into myself.

At times, chiefly at the very beginning of the year, I felt
somewhat lost with free time. I tended to feel lonely then;
didn't have a car nor feel resourceful enough to figure out
how to get around Syracuse in other ways. For most of the
rest of the year I didn't feel I had enough free time to do
all the things t wanted to do.

All throughout the year I think I've te,14ed to wait for the
"group" to initiate or decide or organize something, rather
than me going ahead and loin, it, Ir's just recently I've
realiZed that freedom and se.Z direction in a group do not
work that way.

Summary

In this chapter we have tried to convey the way in which the
cognitive content in this program is developed. As is evident,
it is very dependent upon the particular group of individuals in-
volved, both staff and students.

Seminar
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Community Involvement and Support Systems

In the first year of this project we committed ourselves to
functioning for that school year within one elementary school.
As the year progressed it became clear to us that we were part of
the total community, which included not only the school in which
we were located, but the parents and neighborhood in which we were
located. And although we tended to think of ourselves as an enti-
ty or group, we were in fact only one part of a much larger com-
munity.

Our participant obserVer for that year, wrote:

To simplify the explanation of the social situation present
in the school it is useful to use the concept of "total in-
stitution"(sic), the involvement of the various reference
groups suggests that the school provides a modified version
of an institution where the points of view of all the groups
become important in determining the definition. Thus the
data collected, although heavily weighted from the perspective
of the project, necessarily includes a shift of focus from
group to group to include an understanding of the setting,
rules, and problems of the "total institution".(sic). This
perspective, in terms of this report, has become paramount
not only in terms of the project, but the entire school, as
the project became an intrusion of extra people in the school
and thus provided a focus for the problems of the total in-
stitution. Thus, methodologically, the full effectiveness
of the project can only be understood considering the per-
spective of all the groups involved with the school, and so
directly or indirectly with the project.

She goes on to describe the nature of the neighborhood and
parent group(s).

the school is located in a neighborhood that has been de-
scribed by the residents, the city officials and those con-
nected with the school as that of a "changing neighborhood".
To the older residents this means that the white middle class
is moving out and middle and low-income blacks are moving
into the neighborhood. Thore is also a percentage of low-
income whites and some remaining middle-elass whites. The
neighborhood is characterized by one and two-family living
units with a noticeable lack of large apartment buildings and
public housing projects. The shift in population in the
neighborhood is not untypical of urban areas, and therefore
the school is faced with the problems typical of the new
urbanism.

The school's racial breakdown is sixty-forty, black-white.
The majority of the middle-class white children who attend
the school are "bussed in" from nearby white neighborhoods
as part of the Board of Education's plan to meet the state
requirements concerning racial balance. Being "bussed in" in
this case, however, is not an adequate representation, as the
school's boundary line is close enough for many of the
children to walk to school. The school is also close to the
university which means there are many parents who are



connected with the university or professional organizations.

The school is labeled "inner-city", "urban", "neighborhood",
and "community" by most of the groups concerned with the
school. These definitions do not mean the same to all con-
cerned. To many this means Students in the school come from
the surrounding neighborhood; to some this means there is
active participation by the community in school affairs; to
others this means the school is an integral part of the com-
munity; for others the cords inner-city, neighborhood and
community are simply euphemisms meaning black or poor or both.
Although the school is laleled "inner-city", many of the con-
notations of this label are missing. The building is rela-
tively new, well-equipped and staffed with a number of extra
personnel. The school is, however, located in what city of.
facials have deemed a target area and has experienced many
of the difficulties that the labels would suggest.

The school has an active, vocal parents association which
presently has been given a grant-in-aid by the state to pro-
vide additional programs and services. The parents group,
according to its regulations, has representatives from all
the neighborhoods with children attending the school. How-
ever, the leadership, both formal and informal, is weighted
on the side of the middle-class, professional parents, both
black and white. There is a disproportionate number of
parents active in the organization whose children are part of
the "bussed-in group". These parents express faith and
enthusiasm for the potential of the school. They describe
the school as "innovative", "progressive", and "going places".
Despite this feeling they actively criticize and complain
about policies of the school. There seems to be philosophi-
cal or perhaps ideological divisions in the parents group.
These divisions are apparent in terms of race, professional
vs. non-professional policy, community control and kinds of
involvement with the school. Many black parents are concern-
ed more basically with the reading and writing issues, where-
as the white parents express concerns about types of edu-
cation, integration, communication and the quality of issues.
These divisions have become apparent in reactions to specific
incidents.

The school staff and community have spent the year divided
and confused. The division and confusion have characterized
the school day and the on-going process of the school's
functioning. Several incidents have arisen which have served
to deepen the divisions and widen the confusion. It is in
this milieu that the special education group entered and
functioned in the school.

Our interactions as a separate group and as part of the
larger community were analyzed from a variety of aspects including
communication, the racial situation, group processes, involvement
With community, change and personal behavior and attitudes. For
our purposes here only the analysis of our communication and its
impact on others in the community is reprinted as follows;

Communication has been one of the most popular topics of
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discussion in the project and in the entire school. The

initial failure on the patt of the project to fully explain
its goals and function in the school to both the school staff.'
and community led to the on-going problem of identity and
role of the personnel. This lack of communication stemmed
perhaps from the initial feilure of the project to bargain
effectively with the school. Although arrangements were
made with the principal, the staff and parents were unaware

of the project's purpose. The communication problem, however,
came not from an unwillingness to communicate, bUt &lack of
direct, explicit explanation. The importance of this error

came to be the burden of the project membersthroughout the
year, and unfortunately the confusion, division and duspicidn:,
present in the school was used as a rationale for an attack

on the Work and persenalities of the project This was in-
tensified by the ever present role communication played for
the project and the school. The Students in:the project held'-

direct communication as premium and within the group attempt.
ed to deal with the problem. The school staff and; the
parents, however, not provided with either the atmosphere or
mechanics of direct communication continued to cite lack of
Communication from and with the project as a problem, Rumors
and misinformation abouttheiptoject and the peopWcircu.
lated among the staff and community. -$pme of those concerned-,
believed them (the students) to be experts; others believed
them to be unskilled, unprofessional intruders in the school, q
The Confusion and misinformation was cleared up for some of
the staff who worked directly with the members of the proji:xt,
This, however) became an individual proOeSS and did not Wg
vade the entire school, The people in the project who es-
tablished working relationshipS with parents'also were able,
on an individual level, to clear up some of the confusion.
The communication gap exprested throughout the year, although:
real to some, became for others a way of not dealing directly
with substantive issues. Communication became a problem not

only in connection with the project) but also for other
issues in the school the reason fot many of the problems.

In our second year, in a different school, we attempted to
remedy the entry problems mentioned above by_engaging in.a long
negotiation prOcess with not only the principal but his staff and-

representatiVes of the parent group. Based on our first year we --:

were more than cognizant of how complex it 10 to plug into such a'

Large Social system as an elementary school and its community.
The second year we became involved in'A much smaller school with
Only five teachers and a parent group who viewed the schOol in a

much more pesitiVe light.

In one major way, however, our problem remained one of superi
imposing or flooding a school with resources that for a variety

of reasons were not suitable to those schools In different ways,

each of these two schools were engaged in a battle for survival.
Individual teachers and 04mtnietrators hed more than enough to do
to last on a daily basis and, were not in a ppSition to respond to
the training needs of protpectiVe teachers nor absorb the irpact
of a new grcup grafted into an alteady shakey school social system
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In terms of the preparation of teachers "in the community"
our experiences have dealt an almost mortal blow to our initial
conception of immersion. At the end of our second year we wrote:

Our original intent was to conduct our training of teachers
in an on-going school program. We were and still are,
perplexed over the great distance between theory and practice.
The gap between what was being taught in university class-
rooms and what prospective teachers were experiencing in
the public schools seemed to be enlarging. As a result our
plan has been to literally transplant the preparation of
teachers from the university to a public school. During our
first two years we have attempted to enter as fully as pos-
sible the life of the public school. In all candor, we have
not been able to realize our goal nor is there evidence that
the public school personnel was satisfied. The issues are
complex and so even this previous statement needs to be
qualified.

During our first year in a public school, feedback from the
school staff indicated that those teachers with whom our
trainees worked most directly felt more positively about
both the trainees and this special project. The school was
larger than our second one and undoubtedly the opportunity
to seek out teachers whose beliefs matched ours was greater
than in our second school. During the second year we actually
comprised more personnel than existed in the school.

The issues are too complicated to point a finger and blame
one group or the other. The problem was precisely that we
did remain separate groups and our goal of entering as fully
as possible into the life of the public schools in which we
were located was not really approximated in either school.

One conclusion we have reached is that our training group and
philosophy basically adhered to a set of values which ran
counter to the predominant beliefs of our cooperating schools.
In actual fact, this year we were again not able to put into
practice our point of view either about the personal growth
of adults or the kinds of relationships we hoped to establish
with children.

The enormity of the problem of developing a newer approach to
teacher preparation and at the same time responding to a
school environment holding basically a different set of
beliefs about children, classroom organization, and child
behavior proved insurmountable to us. In this respect the
public school and our group shared a similar concern. They
were attempting to conduct their school in ways in which
they believed and at the same time they had to respond to
another group.

Based on our experiences in the public schools during our
first two years we have been led to the conclusion that in
order to develop and test out our particular point of view
it would be necessary for us to create our own setting.

Closely related to our decision to create our own setting
has been the public school's reluctance to help us identify
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children in need of assistance. Our decision has been to
focus on children excluded from public schools on either a
full or part time basis. In this way we would have access
to a population of children clearly in need of a response
in terms of their academic and interpersonal situation, as
well as a need for adults to respond as advocatqs.

Support Systems

Over the next two years, this training program has continued
to grow; concentrating more heavily on some goals, while deleting
others. Each year has seen a somewhat difrorent program, in many
respects, from the previous year (.e r'Irorts of first three
years). Often, the basic focus has remained the same over time,
but new and different means toward those ends have been discovered.

In terms of support services then, the history of this pro-
gram indicates a continuing effort to be broad and comprehensive
in scope. There seems to have been a unanimous desire on the
part of group members to be an "inclusive" type of program
rather than an "exclusive" one. The hope was that a program of
this sort would have the best chance of gaining cooperation from
many of the people involved with the children we would be serving.

As time went on this focus seemed to gain credibility, and
began to change in ways that would make it even more comprehensive,
efficient, and effective. While we continued to spend time with
those people who had the most extensive and direct contacts with
children in our program, notably parents and teachers who were
interested in talking with us, we also began looking for ways to
interact with others who had less contact with our children, but
more within the community structure. We began to initiate and
pursue interactions with a wide variety of people; probation
officers, mental health professionals, librarians. In many cases
the initial contact revolved around a particular child "Can we
get Joey a library card today? He'd like to get some books about
race cars.". Ultimately however, we were also interested in
making an impact of the social systems that comprise our commu-
nity. We were looking for particular specific kinds of support
from people who had the ability to give it to us. In return, we
were able to provide them with some of the support they needed
("I have this 14.year old here who needs to go to school, but
nobody will take him. If I don't get him placed, we'll have to
send him off to an institution. Can you help?"). We've discover-
ed this year, that helping someone in a time of need is probably
the best way to positively affect that person's degree of support
for you.

When students, at year's end, were asked to indicate all the
contacts they'd made with community people, they came up with a
list of some 17 categories. Perhaps, it would be helpful here,
to list these categories and briefly describe some of the inter-
actions that took place in each of them.

60



Classroom Teachers. This was certainly not a new caterory,
as Weld had a great deal of inteN4!tif,;(i with teachers thrco.ghout
the history of our model. This year, however, we tried t4, do it
a little differently,

F.006. of trai:leee were Interested in the Resource Teacher
modc1, and decided to work as consultants to classroom teachers.
Taus, the trainee's approach was something like: "If there's a
problem with this child with whom you and I are both working, can
you describe it to me so that I can understand it better, and con-
sequently help you come to'aome resolution?" The goal was really
to make life in school more pleasant for everyone, and, at the
same time, establish a healthy, mutual relationship between clasS-
room teacher and University trainee. Thus, trainees not only
offered to "help" teachers, but also asked teachers to help them.

This system, informal and flexible at the present moment
indicated a lot of potential for the future. For example, whet
we encountered children we felt belonged back in regular class,
it was often difficult to find a teacher willing to accept the
youngster. If we had developed a workable, mutually advantageous
relationship with a particular teacher, it was sometimes feasible
for the child to attend her class. In a couple of instances this
year, this actually worked quite well for all parties involved.

Resource Teachers. As mentioned above, some of our trainees
were very interested in the resource teacher model, in terms of
their own career plans. Consequently, some trainees were anxious
to spend time directly with resource teachers, getting a birds-eye
view of what the job was like, and helping out with particularly
pressing needs.

Many of the child referrals made to our program came from
resource teachers, who seemed quite overwhelmed with the number
of children so desperately in need of human attention. Over the
years, our program has been able to provide support to those in a
resource teacher role and, as a result, this particular group of
school employees has been supportive of our work.

Principals. Principals, of course, like all other
come in a wide variety of shapes and sizes. Some are older, more
autocratic, more demanding of their staff. Others are younger,
more flexible, and much less concerned about "downtown",, In
between those two extremes are the sands of unique combinations,
one for every principal in every school.

Aside from their refusal to fall neatly into little pigeon-
hole categories, we have discovered one other important fact about
principals; each of them may, in his own particular style, run his
school the way he desires. We were sought out by a number of dif-
ferent principals this year, to provide help to youngsters they
saw as being particularly troubled. But the kind of help they
wanted, varied greatly from school to school. Some wanted us to
take bad kids off their hands and keep them forever. Others
Wanted us to do at least some of our work in their schools. Some
wanted weekly detailed reports.. Others didn't care if they never
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heard from us again.

All in all, we were able to surmise that those principals
who really valued the activities and attitudes of trainees in our
program, were willing to support us very actively. Again, there
seemed to be such a large number of children in need of attention,
that principals were sincerely grateful to programs that were
active and helpful.

parents. We had been working with parents, in one way or
another, since the inception of this training program. Often,

our contacts with families consisted of "conferences" concerning
the academic and/or psychological progress of their children. We
have tried to work cooperatively with parents toward improved
lives for their children.

Over the past two years it has become apparent that this is -

not enough. We have come to realize that aside from being mothers
and fathers, parents are also people with all the joys and sorrows,
frustrations and satisfactions that fill human life. Parents) we

have found, are greatly in need of time for themselves, time to
have fun, time to talk seriously, time away from children (both
physically and psychologically). Help parents find this kind of
time, and they will support you with all the energy they can
muster.

We have, over the past year, held a number of parent meetings
and been pleased with the attendance and the direction of these
get-togethers. This year, parents have begun deciding what they
feel they need to learn in order to help their children. They
have taken the bull by the horns, so to speak, and begun to rely
on us as consultants who can provide helpful information and
services. For example, during the past year we planned and held
an "open house" for those community people who might have some
interest in our program, we managed to put together a Thanksgiving
Dinner with all the trimmings for students, children and families,
and at the request of some parents, we were able to plan an eve-
ning of discussion about children's rights with interested parenta

and a local child advocate.

This kind of activity gives considerable direct support to
our program, but also speaks to a much larger issue. For here we
seem to be witnessing the beginning of an indigenous movement for
citizens to represent themselves in their own commuity. As they
arm themselves with pertinent information and knowledge and begin
to seek appropriate channels for their views, groups like this
one cannot fail to at least bring to public and ,official attention
the plight of inner-city children and schools. Creating better
environments for children is the best support cur program could
have.

Parole and probation officers. Our efforts to work cooper-
atively with local community agencies that affected the lives of
children were probably most productive in this arm. In the local
county legal system, probation officers are often the first and
most frequent contact with the law for juveniles who come to the
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attention of the police. Frequently, that contact occurs before
any law is broken or court action scheduled. Thus, probation
officer', have often found themselves in very untenable positions.
On the one hand they must try to persuade youngsters to stay on
the legal side of the law, but on the other hand, they have very
Iittle to offer in return. They are lacking in jobs for work.age
youths, school programs for younger children, and recreational
Activities for alyages.

Beginning in September of this past year, our students and
staff spent a great deal of time talking with employees of the
probation department. Actually, especially at the beginning,
Much of our time was spent listening; to the problems and needs of
the people in this department. Later on, we were able to explain
our needs and the kind of program we were devising. Finally,
together we devised a method by which we could work cooperatively
toward the goals of both our groups.

We were interested in being advocates for children. Although
We weren't then (nor are we now) completely sure what that means,
We were certain that we wanted to help all children stay within
their local community whenever possible. We were interested in
alternatives to institutionalization, and institutional placements
were often the only choice of probation officers. As a result of
our contact with this particular community agency, probation of-
ficers learned of a new program which was a viable referral for
many children, we felt more able to have some impact on the legal
process as it effects children, and at least a few children who
might otherwise have been sent to institutions were able to
remain in the community.

Lawyers and advocates. Each year, our program has been
focused more directly and intensely in this area. The entire area
Of "children's rights" is new and rapidly becoming popular. In
the last few years, people have begun talking about "the law" as
the only way to remedy the plight of so many of our children.

Our program is fortunate enough to have, right in Syracuse,
the Center on Human Policy, a university-tvAsed organization cre-
ated to do research and develop programs in the area of alterna-
tives to institutions. Working together with this group has given
students and staff in our program the opportunity to investigate
relevant local issues, and to plan activities on the basis of
needs that are discovered in the process.

For example, it has been becoming increasingly clear that
parents, here in Syracuse as well as around the county, are rela-
tively unaware of their children's rights in school. This ignor-
ance of their rights was making it all too easy for school dis-
tricts to exclude large numbers of children without providing them
with the education they are entitled to by law. The Center on
Human Policy had developed a handbook for parents dealing with
this very topic. Written in a question-and-answer style, this
little pamphlet provided a great deal of relevant, concrete, under-
standable information. Through our cooperative efforts, our two
grcups sponsored a number of parent meetings in which parents were
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able to raise their own specific questions, and really get answers
from lawyers and people becoming known as "child advocates,"

The meetings were successful lot only in terms of providing
information, but also in that they seeved as the starting point
for many grOUpi of parents that still meet todayi As a result of
our contact with lawyers and child advocates then, many of our
students (and staff) were able to le4rn about the rights of
children, in and out, of school. Furthermore, many parents were
able to gain access to this information and ultimately, to become
advocates for their own children.

Personal frielxis_at-Icl,ritiglMors.: When we talk about support
Systems, it seems easy to list powerful local social agencies,
national political funding organizations, and even individuals
with the right "connections". 13 is alio easy to forget the mean
ing of the concept of support, and the many dayto.day contacts
where it can be found. For most of us, the greater part of our
support comes from people we're close to, our friends.

It's interesting that so many of our students indicated
friends and neighbors as sources of support over the years. Our,
program is an intense experience and we, as staff, have often felt
the need to take much of the emotion of the day home with us at
night. Students twee indicated that very same need and, at the
same time, strengthened the contention that, at least with regard
to emotional, support, trusted friends are the best resources. To --

further highlightthis point, it has become aPParOnt that one of
the major difficulties of oUtof town people enrolled in this
.prOgrSm haS been their physical and psychological distance frot
peOple with WhoM they can best relate.

All of the above is not to negate the existence of other
kindS of support emanating from personal friends and neighbors.
Syraduse, like many places, is a reasonably small town. As a
result, many Of the people who work with children travel in the
same, or closely overlapping circles. Consequently, many of the
members of our program are at least acquainted with people who
can offer pertinent information or helpful advice on matters
relating to the work of our group. Interestingly enough, on more
than one occasion, we have had outside people join our program in
midyear just to have a chance to be part of the adult group and
our work with children. Whenever this experience has occurred,
we have found the prospective new members to be willing to accept
full responsibility without the ultimate award of a Master's
degree. By the same token, our group has always been ready to
accept and include into the group people who really wanted to
join. Finally, our relationships with friends and neighbors may
in some ways relate to the fact that each year we have a large
number of applications to our program from the immediate area.

College teachers. For the most part, this category refers
to University instructors other than those involved directly with
our program. Each of our students is required to do some of his
(her) graduate work outside the specific degree area. Many of
the students also choose to enroll in a number of elective
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courses. It has been our attempt, as a staff, to help students
match learning needs and future plans with appropriate academic

,Aiork both within our program directly and through the outeide
courses.

The appearance of this category as a support service listing
indicates that students are finding their course work at the Uni-
versity to be helpful in their on- going work with children. For

-example, a course given on methods and techniques in the teaching
of reading actually enabled some of our students to devise and
implement An appropriate and effective reading program for some of
of our children, It's pleasing to see this listing, for it seems
very appropriate but sadly infrequent that higher eduCation has
some direct bearing on a student's work.

Other group members. inasmuch as our program is clearly
group-oriented, it shouldnq be surprising to discover that
students see other students as sources of support. Support, with
regard to this category, can be defined in several ways and be
expressed in a variety of styles. It is important to remember
here, that our program has built-in group focus. Our philosophy
is described more fully in the first chapter of thiS report, and
some observations of our group process during the past year may
be found in the section on phases of our program.

. First of all, students in our program have often been able
to lend support to each other by a simple exchange of information,
talent, skills, and material, The most obvious example would be
a student with particular ability in art who plans and supervises
_"art experiences" for children, with the help of other staff.
These kinds of experiences are often fun and beneficial for kids
as well as supervised, supported experience for inexperienced
adults. In the same way, a student who's studied science all her
life, might offer to share her knowledge directly or lend her
stock of materials and resources to another group member.

There is much concrete level of sharing and support which is
so necessary in a program like ours. One of our primary problem
areas each year has always been transportation. f students with
ears were not willing to support those without th m by picking up
all the kids or allowing others to usi, their vehi les, it would
be much more difficult, if not impossible, to for a group. At
times, in our program, students shared a number o needed re-
sources (food, money, a place to stay), and there is to clearer
definition of support.

Finally, there is the issue of emotional support. The staff
had hoped that all participants (staff and students) in the
program would combine to form one cohesive, supportive unit.
Although it's not at all clear that this goal was accomplished on
a continuing and consistent basis, it does seem true that some
Smaller groups of students within the total group, shared a sense
of mutual understanding and support. For some students, this ex-
perience may be the most important facet of their year's program.

Family Center Personnel. Over the years, one of our firmest
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beliefs has been that "school ", if not all thing6 to all people,
ought to at least. apprOxielate that model fOr the local community.
Why Should'schoWbe 9 4.m, to 3 p.M. and no Other time? Why

should it allow Only_children and only of certain ages? Why do
we concentrate on reading and writing and science? Why not swim-
ming and cooking and drama?

These are not new questions, but the answers are still un-
clear. Some schools ate changing, but others are not. There has
been, hoWever, a consistent and lasting movement toward the ore-
Atiph of communit:orfamtly,centerevthatAcetl correspond to our-,,
VieWpoInt,:MAny of these tenterSlare locally based and have, as
their primary goal,:the meeting of the needs of the surrounding
cOMMuility, Needs of:course-Joan be quite varied but usually in-
volve some activity in the following areas education, recreation,
homemaking-, identification of local resources, etc. Frequently
also, these centers are Staffed primarily by local people.

Usually one of the first program8 initiated by a newly-emer-
genticommunity Center As a pre - school orrday-care or after-school
educationalftedreattenal activity for lOCal children. It is
primarily throUgh programs like these that our students have be-
4O00 inVolVed'With theael organia0ions. Sometimes a particular
center might have found a child in need of, the special services
Obr4rotraMI;Ould offer and refer the child to us. At other
tikes, a member of our grOP might spend some time with.family
center personnel, in a type of consultant role. Finally, there
were other times when participants in both programs simply shatedI
informatien and ideas concerning locally needed programs.

LVolunteer groups. In Syracuse, as in many other places, the
beginning step$ in any action plan are OftOn taken by volunteer
groups, If a cause, almost any cause, becomes popular, there
seem to be large numbers of civic - minded individuals who are vitt-
ing an0 ready to join ad hoO groups to "study thq problem ". Over-'

the past few years thare have been only.two major "Causes" in
$yracuse One was pollution (air, water, noise, etc.), and the
other was the juvenile justiee and treatment system.

our involVement, of course, was primarily with the second
cause and consisted of a considerAble amount of going to meetings,',
and listening to the speakers provided by the organizations. At _-

times we helped fill the need for information by sharing our know.''
ledge and resources with groups that were interested. Other
times, we 'Pet ltetened.'

There are other kinds of volunteer groups, with which we, at
the le40t, became acquainted. For conveni0006, there is in
Syraa4sa, a reasonably. active and easily reachable volunteer_
center that listAand coordinatee many local volunteer activities,-
It probably would have been helpful to all:parties, if we'd pur-
sued our:relationShips in thiaArett.

Mental health professionals. Psycho-educational programs,
almost by definition, have continual contact with professionals
in all aspects of the mental health field. Our program has worked



With children bearing labels such as: emotionally dititurbed,
learning disability, brain damaged, culturally deprived, under -

achieving, functionally retarded, autistic, etc. When you realize
where labels of this sort originate, it's easy to understand why
a prograM like ours might have so many contacts with psychiatrists,
psychologists, social workers etc.

Over the years we have developed two basic approaches to
meetings with mental health professionals. The first one assumes
a reasonably friendly Atmosphere and is characterized, at least
on our park, by a tone of cooperation and ,a desire to work to-
gather toward Common goals. We have found this approach to be
most satisfactory when all parties have the best interests of the
Child as their first and most important goal. Unfortunately, this
is not always the case.

When professionals (or anyone else, for that matter) seem
preoccupied or overwhelmed by edmioistrative red tape, caught up
in an unwieldy decision-making process, or enslaved to a generally
negative view of troubled children, it has sometimes become neces-
sary for us to adopt a less conciliatory but more demanding po-
sition on behalf of Oildren. More and more, recently, we have
found the position of staunch, steadfast child advocate to be not
only necessary, but also effective.

There are, of course, a number of tenable positions in be
tween these two more extreme points. Our attitudes and behaviors
on any given occasion are products of our relationships with the
people involved, the specific situation in which the meeting takes
place1 and, of course, our understanding of the child's best
interest. Hopefully, at leeet some of that information has come
from the child, a source we've found many people unwilling to
consider.

Recreational Agencies. For the most pare, this category
refers to recognized organizations that provide regular, scheduled
recreational programs for children and adults. For example, we
have had contacts with: Boys Club, Girls Club, Boy Scouts, Girl
Scouts, C.Y.O., City and County Parks and Recreation Departments,
Y.M.C.A., Y.W.C.A., and others. Our associations with these
organizations have ranged from vet.y minimal (a phone call inquir-
ing about a specific program) to very extensive (our use of a
Boys Club Facility as the location of our program for an entire
year):

We have tried, over the years, to take full advantage of
existing community services. Swimming, for example, is a favorite
activity of many children. There are locally, a number of pools
that are open at regularly scheduled times or by special arrange-
ment. There is usually no fee, and always a lifeguard on duty.
Thus, it has been relatively easy to schedule a weekly swimming
activity every year.

The benefits of such an arrangement are really extraordinary.
The children are engaged in a desirable activity, there is an op-
portunity for many to learn some new skills, adults have an excel-
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lent forum for developing relationships with children, and an

existing community service is being utilized to everyone's great
advantage.

Organized recreational agencies also have great possibilities
for activities for children who have finished their involvement
with out program, For example, we spend some time late in the
spring of each year, trying to locate appropriate summer programs
for each of our children. Most of the overnight and day camps in
our location are operated by the community agencies listed above.
Contact$ with these organization help keep us informed about both
current and future programs. Sometimes, these contacts can help
children develop an association with a particular agency that
might benefit them for years to come.

Librarians. Libraries, we have found, are great places to
get "stuff", By arrangement with local city libraries, we have
been able t borrow books, records, and movies for extensive
periods of !ime. We have also utilized libraries as sites for
field trips, as places to do academic work with children, and as
another community resource that kids can learn to use to their
advantage.

Our students have also found the specialized libraries and
the librarians who staff them to be very helpful in their program
planning for children. At the University we have a number of
special libraries (in addition to the new main library) including:;,
A curriculum library, an education library, and a library of
children's material. The school district of the city of Syracuse
operates a Special Education Instructional Materials Center, and
our students have often taken advantage of the wide -range of re,
sources gathered there, as well as the professional expertise and
knowledge of the librarian. Finally, many of the public schools
in which we work have libraries. Often this is the best location
in the entire building for doing academic work or talking quietly
with children.

Children. As mentioned above, we have been continually as-
tounded by what sometimes seems to be a universal plot to ignore
the thoughts and feelings of children. This state of affairs
seems all the more extraordinary when we realize how voiceless
children are in matters that are so vital to their lives, both at
present time and in the future. There seems to be an attitude
regarding talking directly to troubled children about their diffi-
culties, that is somewhat reminiscent of Catch-22. Children who
are having difficulty functioning within a particular system (no
matter what the value of that system) are considered to be somehow
abnormal and given an appropriate label. Since the minds of such
children are apparently so disordered, anything they might think
or say is obviously not rational - so what's the point of talking
to them about their situation? It seems, at times, like a pretty
tight system; a difficult one for children to break through.

Our experience with children has been 'quite different. We
have pursued a policy of direct, concrete discussion with children
about their particular difficulty in school and/or at home, and
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gained tremendoUs insight into kids' perceptions of their problems

_ as a result. SometimeS we have been ableito talk easily and in-
formally about these issues. With other children,ye have done
"interviews", using tape-recorders, microphones, a list of
questions, etc. At still other times, the child starts the dis-
cussion when he's ready and comfortable enough to do so.

We have become great believers in talking with children,
feeling that it Would be almost impossible and certainly unfair
to act on behalf of any individual if you don't understand his
perception of the problem. Child advocates, it seems to us)
Should begin their work, with the child.

Guidance Counselors. Our contacts at individual schools in
the local system have taken varying routes. At times we have
entered courtesy of social workers, school psychologists, class-
room teachers, resource teachers, and even administrators. Often
too, our contact has been with the school guidance counselors.

We have found that counselors, especially in a junior high
setting are very influential people to the children we serve. It

is the guidance counselor, typically, who decides the fates and
futures of children, at least with regard to the educational
system. Although the "Track System" may indeed be illegal in its
official foci, guidance counselors still have considerable lati-
tude in pluming "programs" for troublesome kids. We have dis-
Covered a variety of special school programs that are completed
daily by 11;30 a.m. Other programs incorporate heavy doses of
physical education and manual arts at the expense of anything
academic. 10 general, the pattern seems to provide for both the
official continuance of a child's education as well as the least
possible amount of in-class and in-school time.

On the other hand, it has also been our experience that the
leeway given school guidance counselors allows them to develop
unique innovative educational programs for the individuals whom
they serve. Thus, over the years, we have been able to cooperate
with particular guidance counselors toward more effective and
Workable educational plans for children who were involved in our
program. Because of the flexibility and power involved in their
positions in the school hierarchy, we have come to value our
relationships with counselors. In the future, we expect to
actively cultivate even more.

Doctors and Dentists. Although our program has as its
prxmary focus the psychological state of each of our children, we
have often been confronted by a variety of physical ailments, as
well. Frequently, we have come to know children whose physical
conditions have either caused or certainly aggravated their
emotional difficulties. For example, we have seen children whose
teeth were decaying and painful to an extent that made it im-
possible to them to function in a classroom environment. A trip
to the neighborhood clinic is sometimes all that's necessary to
begin dental treatment that can effectively eliminate such a huge
obstacle to a child's success.
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Many of our relationships with phyticians and dentists have
been of the type outlined above$iOur referral of a child in our
program for appreprlate phySical examination and treatment. At

timegOloweyeri the relotionthip.wat worked. in just the opposite
way.HPOr inatancei:&child's family and school difficulties
might:0Mo: to the attention of a physician during the course of a

rkY40.04l examination. ThuS, during this past year, a pediatrician-
who wOrki in a local health clinic discovered a boy who seemed to

be in an ifiappropriato school 4#.ogrAM. At his suggestion,
student of ours visited the bray in school and eventually began
working with him through our program.

The relationship between physical and emotional problems is
a wide studied but still unclear area. Very simply, it has been --

our experience that attention to physical condition can be an ef
fective starting place for a psychoeducational program. By the
same token, doctors and dentists who make themselves aware of a
child's life circumstances can become more effective and compre.
hensive service deliverers.

s A

f.°

Staff Members Carve Turkey for Children and Parents.
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Summary

Although the Specifics of our relationships with the local
-community have varied from year to year, our goals for our train,

--lOg program have remained relatively consistent. We are concerned
that our students live and Work in the real world during their
year with us, and hope that they'll be able to continue in that
direction when they leave our program. We have viewed cooperation
as A viable base for community inVOlvement, and have tried to
tlude all people and all viewpoints in our day-to-day operation.

. Ours is not 4 one-sided program however and our involvement
in the community is not simply to provide the best training area
for our student04 As staff, we see ourselves not as University
faculty hidden away behind campus walls, but as local residents
who eat and sleep and work and live in this city. We use the re-
4ouroes of our community every day and feel a responsibility and
desire to help remedy the concerns and problems that we share with
our friends and neighbors.

--- It has been our experience over the years that narrow ex.
elusive programs tend to deteriorate due to lack of support.
Programs that are inclusive, open to people's inputs and involve .
mentS, and comprehensive in nature create a much firmer groundwork

:,_for a viable long- tasting suppoirt system. The more people we talk
to and hear fro6 at decision-making times, the more friends we
seem to have to call on in times of need. Support is a two-way

-'-concept, and we feel that our history of local involvement
has benefitted both our program and our community.
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Population of Children

Over the past four years, our project has had it's "home" in
an inner-city public school on the near east-side of town, an ex-

_ perimental elementary school on the University campus, a BoyS'
-Club recreational agency building on the tear west -side of town,
and finally our own two-story wood fraMe house at the edge of the
University campus. Some of the iMplicetions of thete various

'sites have already been discussed in previous chapters. There is
still another area however, in which the specific setting made an

'impact . our population of Children

Some of the differences are obvious in light of the nature
of the setting For example, during the first year of the project,
the children with whom we worked were all enrolled in the ele-
mentary schoOl in which we were based. Since this was really a
neighborhood school, the children were all local and represented
the range of the local population.

During our second year, we were again housed primarily in an
elementary school-. This year however, the school was an expert -

mental one on the University campuS and all the children were
bussed in. The children were primarily but not all-black inner-
city residents, Many of them were from the same neighborhood, an

-area a few miles:removed from their school, During this year also,
some of our studenta elected to spend some of their time in other
settings with other populations of children. Thus while two of
our students WOked with a small class of "severely disturbed"

.Tchildren at a nearby hospital mental health clinic, another
student developed a small program for kids who'd been excluded
from school participation.

The third year saw us make one of our biggest and most im-
portant moves. We moved out of a "school" setting into an en-
vironment that was more clearly (if not totally) our own. Geo-

graphically, we left the campus on the east-side, and shifted a
couple of miles to an economically deprived inner-city area on the
-neat west-side of Syracuse. Perhaps more importantly, it was
during this year that we shifted our focus from children having
trouble in school to children who were already out of school.
This last decision has made quite an impact on us during these
last two years.

- Our move to a somewhat more autonomous setting in our third
year, convinced us of:the importance of complete independence.
It was very difficult, we had found, to exist within someone else's
setting. As a result, we were able to secure a vacant house from
the University, and develop our very own "school" for the fourth
and final year of our project. Again, our move this year 04de
Ateat impacts in a number of areas. First of All, we had returned
-gepAraphicelly to our starting place on the near east -side of
:!$yracuse. Secondly, we had decided to continue and even intensify
our focuaen excluded Children. Finally, having a place all to
Ourselves opened up a number of possibilities in terms of both

-kinds of activities, and also the times we could schedule them.
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Although each year (40 differences in the kinds of children
we met, there were alSo some similarities over the span of our
project. For the most part it can be said that children who
found theit way to our progtam in each of the four years were
seen (by at leaOt one person) as haying some kind of behavior
problem, Although childten referred to our program came to us
with an incredible variety of psychologiCal and educational labels,
we tried to meet each one as an individual. We were however, able
to specify some reactions which seemed to appear over and over
again:

1) We met -many children whose reactions to the world were
primarily of an macting.out nature, These youngsters
(often very wisely) seemed able to act on the world
first, before the world could act on them. Included
in,this group might be kids who: get into a lot of
fights, destroy propetty, seem to have violent almost
uncontrollable moments of anger and frustration,
lash out verbally at even close friend*, have a lot
of difficulty controlling their impulses or "waiting"
for anything.

Generally, these are the children whose responses to the world are
usually retaliatory and combatative. Often, throUgh their years,
theylta4e paid a heavy price for their refUSal to Submit to au-
thortty. Yet, to date, they've been unable to find people and
situations they could trust enough to try reacting in new ways.

2) mew of the children we've encountered in our four years
were passive and withdrawn, seemingly unable to find an
entrTpoint into the world. If they were still in-
school, you'd probably find tlea40tAdreil in the back
of the room, saying very little and learning nothing.
Behaviorally, these youngsters simply don't seem to
respOnd to peers, to adults, to-the world round them,

There are, of course, as many different teladaptive reactions=
as there are troubled children. Kids have all kinds of needs,
rational and irrational, and a list of many Of,theM taken directly
from case repOrts is included in the oPhasing" chapter of this
volume.

The traditional psychological and educational labels have, at
best, lost some of their meaning over the years. To put it more
strongly, we have had some difficulty finding meaningful relation.
ships between that diagnostic scheme and the behaviors and feel.
ings of our children. A new and somewhat more relevant classifi'
cation system has recently appeared (Regal, Elliott, Grossman, and
MOrse CCBD Monograph, 1971) with relation to "excluded children"
and we would like to state the categories in that system and give
some examples from our program.

In attempting to describe the millions of children who are
out of school in America today, Regal et. al. define three cate-
gories of children who are out of school involuntarily.

The unknown. For the most part, this consists of the half
million or more children who are simply never enrolled in school.
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Children themselves are often voiceless in this process. Parents,
fez* many reasons, may simply elect to keep theM home. Schools
can encourage parents to keep them away or as has been the case
frequently, assign children to waiting lists for special services
that don't exist.

All of this, of courts, is illegal. No one has the right to
deprive a child of an education. It is supposed to be compulsory

that's the law. But, as the authors of the monograph point
Out, laWA seem to work only for those who have the resources to
demand their rights. Children seldom have access to those re-

`eourees.

Consider the case of X. X came to our attention when his
foster mother tried to enroll him in the local public school.
This would not ordinarily be an unusual circumstance, but the
Social worker was concerned because X was nine and a half years
old and, in effect, had never been to school. Where he had been

was six or seven foster homes in four or five years. He never
stayed in a place long enough to be enrolled in school, and
imagine his predicament starting his education at the age of nine.

The unidentified. This category includes probably several
-million children who are enrolled but are not attending school.
Often these children are referred to as dropouts, a label that
the authors note absolves the school of responsibility but is

often very inaccurate. "Dropout" implies that the child has some

aCtiVO role in the decision to not attend. This is not always
the case, as there seem to be a number of procedures, legal and

;illegal, that result in non-attendance.

Legally, most states have formal school exclusion policies.
Often, however, the procedure is so complex that school officials
seldom choose to utilize it. It is much more common that extra-
legal procedures are used for these purposes, and this category
covers a multitude of sins.

For example, children sometimes don't come to school because
of an arbitrary (and illegal) suspension by the building principal.
If you are not the kind of child seen as desirable in the school,
a principal can find a hundred reasons to suspend you.

In other cases, school non-attendance is the result of con-

- tinuous suspension. Thus, a child is suspended for the maximum
period allowed and then continually re-suspended at the end of

each Suspension period. Still another process is for the school
district to determine that a child is eligible and in need of
epScial services but that, at the present time, such services are

net available. Even though many states, including New York, state

'.-
the right of all children to educational services, parents of

children declared in need of particular special programs often
find that the program is not even in a planning stage for the

local district. As a result, of course, children remain at home.

Oftentimes too, schools simply encourage children to not
attend, either with or without parental knowledge. Often in

Syracuse, we have known cases where children were sent home with
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notes informing parents that their child could not return to
school unless accompanied by a parent. We also know of some
junior highs in town that lock the doors at 9 a.m. and don't go
looking for late-Comers.

Children in this category ar'e "floaters" or "drifters". They
may be in school one day and absent the next three. Or, like
some we've known, they may walk in one door of the school at
9 a.m. and out another at 9..05. There are no benefits to the
school experience for these children. What seems even more de-
pressing is that there seems to be no one at school who cares if
the child attends.

The untreated. These are the children who are clearly
identified, by school personnel, as having some kind of "behavior-
al problem". The scarcity of existing remedial facilities often,
according to Regal et. al., offers children in this category the
opportunity to "shape up or ship out". Exclusion of children Who
are disruptive can be complete or part of the day.

Many of the Syracuse children identified as being in need of
special services because of disruptive behavior seem to be chan-
nelled into programs that last between two and three hours a day.
We've worked with children who finish school each day before noon.
They might spend a period in shop, a period in gym, and the rest
of their time in homeroom. No provisions are made for their After-
noons, nor is much thought given to their futures. Often these
kids hang around school for years, continuing to grow physically,
but not developing in any other way. They are known to everyone,
and usually stigmatized by most Children with special needs
that are left untreated often develop into ineffective and Un-
happy adults,
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}!ow do thtt.COme to the Program

We've described, in a general way, the children we've worked
With over the past four years -- but how did we meet them, how
did they find their way to our program? During our early years,
of course, the answers are simple we worked with children en,
rolled in our "home" school, Over the next cotiple of years, how-
ever, finding children became a major area of concern as the popu-
lation we'd chosen to work with was officially and, by definition,
almost invisible.

We began by working directly through the local school district
administration. At first, we were surprised to find no "Master
List" of children excluded from school. That could mean only one
of two things;-either there were no children excluded from school
or there were such children but no official records of them were
kept at the administrative level, Having already met some ex-
cluded children, and realizing that some exclusions were illegal,
WO put more faith in the second interpretation and decided to
look elsewhere for children.

We contacted a number of teachers, counselors, social workers,
etc., who were willing to give us names of children excluded or
about to be excluded from their schools. We talked to kids we
met on the street at 10 in the morning or 1 in the afternoon, And
even placed an ad in a neighborhood paper. Pretty soon the word

began to spread; we got calls from teachers in other schools
who'd heard about'the program and wanted to refer children,
parents of children we'd met revealed other offspring who were

--also out of schOol, kids told their friends, somebody even told
the school district administrators, and soon we were getting re
quests to "see if you can do something" with teenagers identified
as "about to reach the end of their school experience".

We found children in their neighborhoods. It seems pretty

obvious now - if you want to meet and talk with people, go visit
them where they live. Our students did just that, and in the
process found not only the children we were seeking, but also
concerned and troubled parents and families, interested communit
residents and workers, and local recreational and educational
resources. Now, we see finding excluded children as a relativel
easy but incredibly important activity for students in our pros

How do kids see the Program

Over the course of the past two years, we have tried to ex-
Amine and make note of childrens, perceptions of our prograM. At

various times during the year, staff members have interviewed and
recorded childrens responses to specific questions about the en-

- vironMent created by our program. A complete set of interviews
is included, in full, in last year's report (Knoblock, Barnes &
Hyman, 1972). Here, we will try to summarize some of the child-
rens' perceptions.

We've seen a wide range of children in our program and, just
like adults, they've demonstrated a broad range of attitudes and

77



opinions. Often their resPonsee are couthed in terms of compari
sons to other settings they've eXperienced (public school being
the most obvious example), and we, of course, have been quite
interested in those contrasts.

With regard to adult-child relationships within the confines
of our program then;

They ask you, but they don't tel! you.
- Host of them are like my friends. I could tell them any-

thing and they would listen and not mock me.
- The grown-ups here don't act grown-up enough. They shoule

tell kids what to do. They just ask
(If you want to be left alone), they leave you alone. If
you ask them, they'll do something with you.

On self-direction;

- I don't ever listen to somebody else, even if it's good
for me.

I would whip my behind if I was a teacher or a mother.
do a lot of things bad.

- I know what's best, and I do it, but not all the time. I
would ask a grown-up to help me sometimes.

- Sure, I know what's best for me. Doesn't everyone? But I
don't do it. Bet you don't either.

With regard to helping relationships;

- They kind of help you help yourself.
- I don't want to heap nobody, and 1 don't want nobody help-
ing me.

- You can't help somebody that won't let you.
Some of the adults need help, too, you know. So stop help
ing kids all the time. I could help you.

Some general feelings;

- It was better than school. I didn't learn too much, but
I liked it.

- it's a good place to be. They help you a lot. I want to
be in school.

- You should have some classes and make them go.. But it was
OK; I would go again if I wanted to - maybe I would and
maybe I wouldn't.

- It's OK. You should do more things. You should not let
kids be bad.

- I loved it. It's the best place.

We've found these responses (and the many more we've collect
ed) to be fascinating pieces of information that are very helpful
to us in planning for the future. For example, we've noticed
that some of the negative responses both in the interviews and in
real situations seem to be directed toward the concept of "school"
not to the actual content of what we do. To short-circuit some
of those reactions, we have decided to stop referring to our
program as "school" for the time beiilg. Instead, we'll call it a
center or community center and continue to operate in the manner
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that will radiate diverge and need-fulfilling environments for

all our participants.

The interviews have also helped us realize that children are
not:always as fragile as their institutionally given labels might

'indicate* Many of our children have expressed a very accurate
understanding of their particular school and family diffiCulties.
Through the process of interviewing) staff and students alike have
learned the value and potential of direct and honest discussion
of problems between children and adults.

There should really be another section of this chapter
headed "Where do they go", but unfortunately for most of our
children, it's too soon to tell. We do have a follow-up process,
and early in the Fall of 1973 we'll be checking on the whereabouts
of each of the children we saw last year (1972-73). Late in 1972,

we completed a follow-up investigation of our 1971.72 class and
found: 14 children functioning in public school programs, 2 child-
ren in state training schools, and 3 children out of school com-
pletely.

Hopefully, we'll be able to complete a similar survey this
fall and make the results available to those who wish to see them.
We also have intentions to continue a long-term follow-up of the
children involved in our program, for the purposes of both provid-
ing help and assistance to those who might need to re-utilize the
services of our program, and to provide us with valuable longi-
tudinal information about our "graduates".

Summary

We have tried to create a program that is flexible enough to
meet the needs of the many individually troubled children we have
met over the years. For many unique children, our program has
been helpful in providing a reasonable re-entry into the education.

al process. For others, we have been able to give a year's time
to reverse a downward spiral and, within the confines of a caring

and trusting environment, the potential to make some appropriate
plans for the future. For still others, we've been able to pro-
vide very little and are still searching for ways to meet them.

Most importantly, each year has brought with it new and
different ideas and plans for ways to work with children. Each

year is a learning experience for the adults in the program, and

as time goes on we find ourselves able to apply more of the
knowledge gained from past experience to new problems and con-

cerns. It is our hope that this process of learning and re-learn-
ing will continue for staff and students alike to the continual
betterment of our program with children.
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ClassroOm Implementation

Because of our focus on the importance and value of each
individual setting his goals and developing ways to meet theM, we
have encountered a variety of ways in which our trainees have en-
gaged in implementing their goals and behaviors in classrooms.
The question of classroom implementation is extraordinarily com-
plex in that there occurs a kind of interaction betWeen a person't
goals, training program structures, and the press of the school
one finds oneself in.

Daring each of the past four years the location and emOhasis
of our program has changed and undoubtedly this has affected the
behavior of trainees. For example, in our first year we were --

located in a city elementary school of 600 children and 22 class-
rooms. As part of our program design we encouraged a long period
of time devoted to "role experimentation", that is to engage in a
wide variety of behaviors and roles so as to enable a trainee to
ultimately decide on how and where to spend the rest of the school:
year. This all took place in the one school. The very process
individual trainees engaged in to reach the decision as to where
to put their energies is a fascinating one. Again, we see the
interaction of all the factors mentioned above along with the
learning style of different trainees.

ring our first year each trainee approached this role ex.
perimentation differently and the following excepts from one
trainee's diary shows how seriously he took the task of finding a
place for himself.

September 5 First day - a bit befuddled by meeting all the new
peoplesomewhat nervous about looking around
school. I felt teachers were uncomfortable -
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meeting Was good--feel I have a say in my education
- decided to follow principal because I really
don't understand his role at all.

September 10 I worked with the kids a bit more today - moved
away from principal's orbit a little. It was more
enjoyable for me. He is beset by bewildering
complexities - all kinds of bullshit. He does
have a real concern for other people and this comes
through. I had a real adverse reaction to reading
consultant and his anti-permissive ideas about
teaching. A little friction with the staff.
Principal sort of pushed it off. I had mixed
reactions about being a hall cop I know need for
order, but I don't like being a cop.

September 11 I worked with M today in her classroom. I like it
but felt unsure of myself because I don't know
what she is trying to do. She is a dominant figure,
very sure of herself. She is not a bad teacher but
is product centered I think. I would like to work
with her next week - I feel unsure of myself and
incapable of evaluating her performance. I enjoyed
working with the kids.

September 18 I see more the need for a systematic approach to
the classroom - I need to explicate for myself my
general philosophy of education, and then work it
out in the classroom. I feel now that the situation
I'm in somehow contributes to my inconsistencies -
that is a classroom based on order and social
adaptation, but set up quite freely. However, my
inconsistency is also a product of me.

October 1

October 3

October 15

Micro Teaching--well, my reactions are good. I see
that it is a skill builder and that kind of struc-
ture I needed. I'm anxious to try it. I enjoyed
D's (micro-teaching consultant) presentation. I

like to have conceptual framework to hang up my
thoughts. He also confused me somewhat - -made me

feel inadequate as a teacher, which I guess is a
good thing.

Went into B's class today. B. (another trainee) and
myself will take over next week--class reminds me
of Kohl's, in 36 Children. I like the atmosphere- -
hope I don't panic because of lack of observable
routine--I enjoy learning with the kidsreally get
excited by it.

I spent the day with C.- the art teacher-- I like
the way he approaches things--he is interested in
having the kids express their feelings, from their
life. Realities is their life, not artistic laws- -
pretty neat--process, not content. The morning
went well--in fact, O's class was really something.
Kids really opened up, and let themselves go. The
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afternoon was a different story the-material
make contact (pictures of Goya, etc.) and it flopped.
1 felt that perhapS it could have worked, but it
needed restructuring more interaction between kids-
-maybe even drawing first.

October 17 End of the week - -spent the day with C.'went to Ws,
G's, and M's room - -only H's room turned on It was
real good -they were excited, too. I noticed this
was only time teacher stayed, plus took part in art
with kids.

October 24 Was in B'S class for the whole day -- morning went

well, but afternoon was blahcoUld not get kids
turned on-- nevertheless, 1 want to stay in that
class.

Summary of two big problems I have

1. Gap between B's and A's (children and
teachers; mental patients and therapists)
that was brought out so clearly in 1 Never
Promised You A Rose Garden.

2. What the hell is a school and what does it
have to do with the communitywhat is
differende betwOen neighborhood school and
decentralized school boards?

November 4 Saw A today---he was receptive of me and my propotal
of friendship. He seems to be in a world of hiS
own--he verbalized quite extensively about his
imaginary friends; ho frequently went through
fantasies related to concrete things we did (sit
down on bench, walk on path)--he was quite physical
in his affection for me (holding hands, hitting).

November 13 B's class went OK--introduced mystery powders and
kids really took to it. It really gets messy, but-

-I'm quickly losing my assumption of what school
should be, and I'm glad of doing that-1'm als9
glad I'm a "trainee," so I'm not floundering with
all kinds of responsibilityAs i was cleaning up,
B alerted me to a tussle brewing between K and C.
G was attempting to get at C, so I took K out of
roomhowever, C found us downstairs and egged Or
by a crowd, went at K- -well, it was quite a fight
and the whole first floor was in somewhat of an up-

roar. Principal came down and helped me with C and
we did a life space interviewreflecting on what.
happened; I was glad of principal's help, but feel
the LSI was too short - -I felt rushed to a solution.

November 17 Monday Morning - -I wasn't looking forward to this
day at all, but it turned out better than I expected,
The morning in B's class went well; I'm learning
things about structuring situations-,mystery powders
has a hold on some of the kids; I enjoy learning
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with them--however, 1 don't understand the chaos of
around 10:30, except that perhaps the mystery
powders ran out, so the kids reacted with chaos- -
brilliant deduction! However, I don't know how
long we (B and II will have to provide materials
and things to learn--there is still very little
initiative.

My talk with Peter was real good for me--Peter and
Ellen helped me with the problem with L. Also, I'm
clear about my final role, that is to work with B
in her classroom.

One can literally see and feel the agony and struggle this
trainee experienced in finding his way into a school and a par-
ticular classroom. In responding to what he learned he stated,
"I lost assumptions of what a school should be, and began to
build new concept of school and education." In contrast was
another trainee's approach who seemed, at least on the surface,
unwilling to analyze her experience. Her statement was: "Didn't
learn anything new, but found myself being more aware of feelings
of others and how 1 affected them."

We continued to gather evidence of the enormous impact the
specific environment had on the behavior of trainees. During our
third year one of our trainees expended an enormous amount of
energy on developing a set of skills which included responding to
both the academic and personal needs of children. We were in a
setting and with children in which we had to confront and respond
to children's behavior and she was a leader in that respect. The
following is her description of her teaching behavior in October,
January and June.

Teaching Behavior:

October: -I think I am still too directive and don't let kids
take on enough responsibility for their own learning.
Also, I still tend to take the things the kids do and
say too personally, but I'm not as bad at this as I was
last year. I like to question a lot, in order to guide
and stimulate thought. I think I'm good at talking
with kids, not at them. And, mostly, I enjoy Aping
things with kids, rather than watching them do things
or telling them about things.

January: -1 can see few changes in my teaching behavior since I
last wrote about it. I don't feel that I'm too direc-
tive any more. Occasionally I feel a personal need for
more organization, but I don't think I impose that on
kids. At prescnt, I see myself as having one major
teaching problem--I can't think of fun and exciting
ways to approach a lot of math or spelling or reading.

June: -As a teacher this year I have spent a great deal of
time in the following ways:

1. I have suggested countless activities to individual
students and asked them if they wanted to learn some
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math or learn to knit with me. I also broUght in
games and items that I thought would interest
specific students, based on hobbies or things
they'd talked about.

2. 1 have talked a lot with students about their
interests and ways to pursue them. I have tried
to get students _to commit themselves to activities

of their own dhoOsing, and I have reminded them of
commitments they'd made.

3. I have worked oto.;one with students who were
ready and willing to make a commitment to a specifio
area of study (like math or crafts)

4, I have taken students to parks, to the zoo, to my
home, and to other places of local interest.

5. I have played pool, basketball, gone swimming and
played many other games with kids for fun and
relaxation.

6. I have tried to stop crises by talking to kids or
taking dangerous things from them, or asking them
to leavei or removing them from the situation, etc.

7. I have talked about the kids' hang-ups with thett-
like lack of trust of whites or adults or women, or
fear of blanks, etc.

This past year she worked as a teacher in an alternative
School. During this year she described herself as focuping much
more on the academics and Structuring the reading program than on
talking with children about their feelings and behavior. She geve .

as her reason for this the fact that others were talking with
children and she saw a need for focusing on academics. This is-

a dramatic example of the pull a specific environment can have on
a teacher.

When it comes to making sense out of just how a teacher
implements his values and beliefs into a classtOom, we are con-
stantly impressed with what an evolutionary process this ir With
a serious person who has a commitment to personal growth th.; 4an
be an exciting experience. We have come to see the year with u0H.,
as a step along the way and to realize that careful follow-up_And:
feedback often puts the training year in greater perspective. One
of our graduates was kind enough to write us the following letter:

"I have just been able to surface for air, amid all the
hustling around I.'ve been doing, and wing off a note to you.

The primary motivation for the note is the copy of-the Third
Year Report I received a week or two back. I was really
excited to get it. Poor 11. came home around 5:30 p.m. I I

had been sitting in the same chair since 4 p.p, and cont nued,
so until at lest 8 p.m., with occasional nods to her hu gry:

i

appetite. It as-one of 01080 "I couldn't put it down b o 01!:

My main impres ion was that the report really captured a
very significant amount of our program last year. It's
really integrated - I remember filling out so many items an
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(feedback loge, reports, etc. and it often seemed
1 piecemeal - but you got it all together well. I think
it's pretty valuable. In one sense particularly; it
really hit me how goddamn much info we all exchanged - I
\Could sit down one year later, read through our statements
jabout freedom and trust and with some accuracy remember
whose issues they were in a sense hear the people in-
cluding myself - talking again before I read the profiles.

Having the concreteness of such a document in hand caused
Me to reflect quite a bit on the whole year again, in light
of this year, my first teaching. I have a lot of connections
I have made between last year and this - things, attitudes
really I applied but I can't offer them all at this moment
(I'll send a cassette, it's easier and freer than writing).
But I can say this: Pete, Ellen, Bill, there was great
difficulty for me to assess the effect of the program and
people on me last year; I lay that fact to the day to day
mechanics, and the closeness of everyone in the program
there was almost no way for me to get a perspective away
from the people and program for any length of time. The
frictions, the miscrmmunications, style quirks have
diminished taken their proper perspective, and I feel
real good at being able to point to many "learnings" which
I have internalized - and I guess I feel if I can learn 5
or 10 behaviors, feelings, attitudes toward life, that I
feel were new for me, and are now comfortable for me, I
gained a lot.

So much of what people preach in education is trite, hashed
over, and warmed over, that they should pay everyone wh)
has a unique, original idea a million bucks a year and
I'll bet we wouldn't pay out much - I think original ideas
are hard to come by. But I do feel also that I was able to
accept the ideas of others I was involved with last year -
ideas that were often brand new for me - and make them mine.

I guess all summed up, here is my message: I felt good at
the end of last year that the program had benefitted me,
that I had learned from its people. I shared that with you
in June - however, it was flat for me somehow - my reaction,
I mean - not exciting anyway, just matter of fact. I think
that's because I was too close to it all and maybe too tired
running around finishing up. A lot seems more valuable to
me - and maybe I was saying this to myself unconsciously
last June "sure, it was a significant year, but that's
because you just spent a year of your life doing it; how
significant will it be to you a year from now or two years -
will you still hear the people you were involved with speak-
ing their messages, making their values clear?" The fact
that I got such a clear picture a few weeks ago attests to
the fact that a year later it all seems to have gained in
significance. I'm glad of that, I think we alIL worked hard
to make it so. Thanks.

This kind of feedback is heartening to university faculty
who are sometimes at a loss to see the immediate impact of a
preparation program for students. Our experience continues to
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pointAlpithe obserVation:Padcr so clearly in the above letters
that It frequently takes some time and distance for the graduates
of Or pre:gram to:begin internalizing their experience and acting
upOn-the beliefs-, concepts and techniques to which they were
exposed.

Implementing Open Classrooms

In our focus on the preparation of teachers, we adhere to
what could be called an "open education" approach. By this we
mean'en environment in which eSchlindividual Ws a great deal'to
say about determining his learning needs and ways in vhiCh he can
meet these needs. AO integral part of functioning in an open
setting is the opportunity for developing interpersonal relation-
ships and relationship skills. By virtue of "living" and /earn-
ing in such close proximity to others offers a unique opportunity
for group learning. ObvioUily, one's willingnees to be active
and self-directed in an open setting determines in large measure
the success of this environment.

In keeping with one of our strongest beliefs that a prepa-
ration program can present a process to prospective teachers that
represents a point of view and sets of behaviors that have direct
relevance for how one functions with children,: the staff encourage
ed an open education approach for both our trainees:and the
children with whop they Worked.

One example of an Open Classroom for Children with Special Needs

A graduate of our preparation program taught a group of 15
primary level children labeled "educable retarded" in a public
school program. These children exhibited a wide range of diffi-
culties--physial (speech, hearing), learning and emotional. 'As
part of her program the children were each assigned to a homeroom
and repotted to it first in the morning. As a beginning way to
make a child feel part of the school this can be useful. Once
with this teacher, a number of the children spent various amounts,
of time in other rooms for different activities.

The following is the description of the activities engaged.
in by this teacher and the children during one morning. Embedded
within this "typical" morning are a number of eharacteristiO0 we
have come to associate with open education. These will be dis-
cussed following this description of the morning.

The room is large and bright, diVided into areas by movable
partitions. There is a wide range of materials-around the
room: maybe 50 Easyto-Read books, a lot of pagazines,
records, manipulative things (blocks, puzzles, Lincoln Logs,
some toys), art supplies, film strips. and machine, tape
recorder, games, puppet stage, etc-. There were to Cher-made
materials (mostly phonics and math) and a lot of c ild
posters and books and art products on the walls. n general,:
the content represented a wide range of approaches -frOp
basal series and dittos to children's paperbacks a d games.
The "rules" on the wall were the following:
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No shouting; no running.
Pick up after playing.
Stay out of other's desks.
Remember we all have feelings.

8:30 Children come in. Teacher asks them to go to home-
rooms. One child stays. Other children say, "It
isn't fair." Teacher says, "Do you know why she
stays? Because she gets afraid of other children.
You have friends in your homeroom." Child, "She
doesn't have friends?" "No." Children leave.

8:40 Children come back in. They find their desks. The
teacher says they will rearrange them when all the
children are here. Teacher, "You can have free time."
Child says, "No, let's do work now." This child has
cleft palate and is hard to understand. Teacher says,
"It helps if you show me when I can't understand." He
says, "OK" and shows her. Other children also tell
her what he's saying.

Child takes turn selecting and putting day's words on
board: house, people, ape, clothes, ABCs, colors,
dwarf, bear. Children all doing different things- -
blocks, copying words, lots of talking--most of them.

One child crying. Teacher says, "What's the matter?"
Child next to the crying child echoes, "What's the
matter?" Another child says, "He's always crying. He
gets mad when...".

A. asks teacher about meeting with her mother. Teacher
says her mother said A. could dress herself now.

8:50 Teacher meets at small table behind screen with two
children. Three others come over. A high school
student comes in. Child says to me (observer), "meet
her, She helps me with my work." She (high school
student) sits and works with the child. Children work;
they are copying words from the beard, reading, or
playing games. Teacher works ale.ne with a child doing
math. Teacher talks with children about physical
hurts, wipes noses, etc.; they come over to her while
she is "tutoring."

9:00 Another child comes in. She begins looking at a book
and reading.

9:10 Two children leave to go to another room.

9:12 Another child comes in. Teacher talks with four
children re schedule--who goes where, when. High
school student playing math card game with G. Teacher
says, "G. is going to finish this game and then he's
going to do some work for me. Right, G.?" Two other
children doing writing lesson and math papers--a lot
of talking and walking. Teacher gets out a record;
several children ask her whose it is. She says, "It's
mine, I thought it was my turn to bring one in." One
child asks if it is the teacher's record or her
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husband's. She says it belongs to them both. She
bad written words to song on big paper. One child

turns pages. Three children stand in front and sing

"MbonshadoW." Obviously, had done this before. A.and

G. sing, A. dances. "Play it again." She does.
.

9:20 Several children focus on the clock, checking when to
go to other rooms. Teacher sits with the high school
student, G. working ors math; she holds G. on her lap.
Child asks, "When are we going to play the game?"
Teacher, "About five minutes."

9:25 Teacher sets up same (all children sitting with her
except J. who is looking at a book and says no when
the teacher goes over to invite him).

Teacher: "It's a guessing game." (She had put a

number of items in a cloth bag.). "Why can't you
tell what's in the bag?...What's another way you
could find out what's there without seeing it?"
Children seem very involved and take turns feeling
objects in the bag. Teacher asks J. again if he

wants to pla,,.

9:33 Two children leave. Teacher says, "'Bye, see you
later" and continues game with others..."Look at
what is there. Try to remember which ones I removed."

9:40 Teacher comes to talk to me (observer). Childi0
finish gate end come over. Teacher asks some .:4-1.)dren

to finish their work. Child helps put away blocks ,-

without being asked. Teacher says to A., "Maybe you

could help, too." G. tries to use J.'s mirror; J.
takes it back. Teacher says to G., "You tan use mine.
That's J.'s and she doesn't want you to use it." G.

leaves and forgets it; he asks me to brush his hair.
A. asks teacher to play cards. Two children playing
ball; D. playing cards with A.; J. readieg; B. playing
math matching game that teacher made; two children
doing puzzles alone.

Teacher says, "D., Miss doesn't like to see balle

in the school building. We'll both get into trouble.

How about getting out the bowling pins?" He just says,
"Awy" and plays with small ball. Teacher says, "OK,
put the ball in your locker, D.".

A. brought LA Richard Scary's Best Storybooks. NeW
high scboJI student comes in. Teacher gets children
together, reads story. Children still active.
Teacher walks, reading. Asks T. not to bang. (Two

children have hiding places in cabinets covered by
postersthey are in and out of hiding place.) Teacher
involves G., who is hiding and making noise, by asking.
Jam to roar for the lion in the book. She says, "0,

has the best roar!" fter th t, G. comes out and sits

so he can see book.

A. says, "I wish you uldn't,read any more." Teacher,

says, "You don't like me to read your book."
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Teacher announces, "Five more minutes and we'll have
a snack."

G. comes over and imitates the teacher, asking me
(observer) to play "What's in the Bag?"

Two children ask the teacher to read them a book
about baseball. She sits with them and reads.

10:00 Snack. Some children have brought their own and
teacher has graham cracker for others.

Recess. Teacher says children can go out but don't
have to. Most children decided to stay inside with
the high school student. The teacher and I get a
cup of tea and come back to the room; the children
stand or sit near us, talking.

10:15 School bell. Teacher gets small group together to
do the Talking Alphabet; she puts the record on and
the three children sit with the high school student
and do it.

Teacher then gets three girls and plays a phonics
game with them (she had made the game).

Teacher, "D., either you sit with us or go back to
what you were doing and not interrupt."

10:34 Teacher goes to the board and shows six children how
to play tic -tac -toe by playing it with B. "Do you
understand? No? Let's try it again." Several
children then play together at the board.

D. asks again about moving the desks; wants it "like
the beginning of the year." Teacher says, "Let's
make a map of how it was then." She gets a large
sheet of paper.

S. asks teacher for time with N., the second high
school student. The teacher says, "A. has special
time with her, but maybe A. could share?" A., "No:"
Teacher, "It's hard to share someone you like so much."

10:45 N., high school student, arrives. Teacher says, "N.,
we have a problem," re A.Is concern. Somehow this was
resolved and N. Made puppets with three girls. Teacher
to A., "When we do things together, we can't always
have them just the way we want them."

10:50 Children positioning their desk preferences on map of
the room.

11:00 Teacher asks children to clean up and get ready to see
Electric Company on TV. (Three children are making
puppets, J. playing with magnets.) Two children are
pretending to fight. Teacher, "G. and J., that
doesn't look very good. Stop." Two children leave to
help the gym teacher.

11:08 J. watching Family Affair (TV). Four children ma ing
puppets. One child playing with blocks. I (obse ver)
talk to two b ys. Teacher does a puzzle with G.
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11:20 H. going to Maine. Teacher gets maps for him. S.
wants to put thread around room. Teacher says, "You
know why you can't do that, because it is so thin that
someone could run into it and not see and hurt them-
selves." We talk a little. Teacher says to some
children, "I'll put these dittos out after lunch and
you can take what you want." J., "Can I take one now?"
"Of course." Teacher sees O. reading a book and goes
over and talks with him about it.

11136 Lunch. First children go. B. calls lunch roll. O.

brought in new clipping. Teacher reads it to him.
Then we go to Lunch. (Teacher has half-hour).

Teacher Comments:

In response to questions, the teacher of this classroom said:

"1 would describe the children's behavior as approximating
normal children except that they are immature, developmentally
behind others of their chronological age... 1,y general goal
for the classroom was to prove that these children are just as
capable as other children in terms of day-to-day functioning.
I felt the children were expected not to do much of anything
and they would welcome the chance to be like others... I felt
the children needed to have as much to say about their class
as I did and other people did."

Observer Comments:

"I felt that there was a great deal of room for children to
initiate activities for themselves and with others (including
the teacher). A number of the children asked the teacher
(and high school students) to do specific things with them
(read, play card game, etc.). 90% of the time was open for
children to make choices about what they wanted to do. Often,
the teacher made a suggestion or initiated some kind of con-
tent, but the children could take it or leave it. Children
initiated much of the content of the day--for individuals and
to a lesser extent for the group (oar of room).

There is a kind of teacher-established routine, although it
didn't seem arbitrary; everything flowed. If the teacher
hadn't shown me the schedule, I don't know that I would have
thought of it as a schedule.

The group experiences were more teacher-directed, although in
all cases the children were very active (What's'in the Bag,
Show and Tell). Children talked much more than the teacher
did. She initiated ne -to -one things with kids, often around
skills. Children seeemed to enjoy it.

I saw no negative/overtly resistive interactions regarding
content. If they didn't want to participate, teacher left
them alone, although she did extend invitation three times.

The children seemed to respond favorably to routine, were
eager to "work" this A.M. While the room and is contents re-
flected a concern with skills, the feeling was certainly not
one of something being forced down the childre 's throats.
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They seemed to see the skill things (the easier things anyway)

as play.

Feelings were mentioned a lot by both children and teacher.
One rule on wall stated: "We've all got feelings!" Teacher
Seemed to convey an attitude of acceptance. I can't re-
member her using the terms "good-bad". She recognized
children a lot, tried to include everybody, said goodbye and
hello as each child came and went in the room. She just
didn't seem judgmental to me.

A lot of transitions with children in and out, and they
seemed to handle it well. Teacher gave a lot of time
notices, warnings; "in five minutes we'll do this; in five
minutes G. has to go to gym." I felt good there. Children
seemed happy. The room was noisy, busy and active. Children
seemed to feel good about each other and about the teacher."

The above excerpt highlights a variety of teacher behaviors
which aid children with special needs and which are often seen in
open classrooms. For example, a set of these behaviors have to
do with the nature of the inter-personal contacts between teacher
and child. This particular teacher tendnd to ask children
questions, not of a rhetorical nature, but having to do with
information-seeking and fostering inquiry.

Example; In the incident in which the teacher allows one
child to remain to her- room while she asks others
0 check into homerooms, some children
objected to ona child staying. She responded by
asking, "Do you know why Ale stays?" And then
offers an explanation.

It is of interest to note that her explanation is not of a
bureaucratic nature, but deals frankly with the child's feelings,
helping the others to empathize with this one child. The develop-
ment of a classroom climate which fosters caring of one child for
another and facilitates empathetic reactions is a vital focus and
has great implications for those teachers and children involved
in mainstreaming activities. It is of importance, because in
regular classrooms we are frequently dealing with attitudes and
concerns that children (and teachers) may have about each other.
Frankness, openness, and more importantly a process for respond-
ing to these concerns is necessary. For this teacher, she spent
a good portion of her time talking with children.

Her conversations with the children had many purposes. For
example, she would help children define the use of their time
(talking with four children regarding their schedule); ask
children to clarify so she can understand them ("It helps if you
show me when I can't understand"); encourages children to assist
each other ("Maybe you could help").

A second category of her responses has to do with the inter-
action of the child, teacher, and curriculum materials. For
example, late in the morning she made contact with one child, who
Was going to Maine with his femily. She located some maps for
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him. A reading of the morning activities points up the great
range of interpersonal, as well as curriculum, encounters between
teacher and child.

A third aspect has to do with the use of human resources in
the classroom. This teacher and many others involved in open
education value the utilization of other adults assisting in the
room. In this instance, high school students were part of the
learning environment. Also, this teacher makes use of other
children in the classroom as helpers of their peers. This notion
of children helping other children has great potential value in
integrated classrooms.

Those educators adhering to an open education approach to
responding to the needs of children with special needs tend to
believe in the potential for growth residing within each child.
We are attempting to challenge a lot of assumptions about the
needs of handicapped children and the conditions most facilitative
of their learning.

Open Education for Emotionally Disturbed Children

Open education approaches are currently being explored in
regular education. There is much within this point of view which
recommends its application to work with troubled children. Open
education speaks to the basic humanity in everyone. It recognizes
the growth potential residing in each person as he moves toward
his goal of self-realization. It attempts to impose less and ex
plore more. The reader is urged to seriously consider both the
human And educational implications of open education since our
greatest resource is people and the development of each child and
adult's effort to move toward his personal goal of self actual.
.ration.

Special education has a long history of concern for the in-
tellectual and emotional development of children. This concern
has grown out a combination of actual needs of children and a
set of beliefs, values, and attitudes that specify the directions
in which children should move. The present emphasis on educating
emotionally disturbed children, particularly those children in
urban centers, has brought special educators to focus on many
children whose problems, needs, and concerns fall into less classi-
cal and clinical categories. They are children and youth who are
not fitting the existing structure of public school programs, and
it is not clear what the proper interventions ought to be once
they are in programs.

Due to the escalating expense of residential and institution-
al programs, the overwhelming number of children remain in school
and community based programs. Furthermore, .n recent years edu-
cators of disturbed children have seen the special class as some-
what limiting in that it often tended to be the only programming
intervention within the public schools. There is a decided trend
toward resource teacher approaches which emphasize keeping a child

*Reprinted from Exceptional Children, Feb., 1973, Vol. 39, No. 5,
pp. 358-365, by Peter Knoblock.
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in a regular classroom and ultimately redefining and restructuring
the classroom.

This article discusses open education for emotionally dis-
turbed children as one alternative to redefining classrooms. Con-
ceptualizing and implementing open education concerns values and
beliefs about children and learning, as well as processes for sup-
petting the growth of children.

Presently, there is a growing number of articles about open
education. The term itself reflects the influence of British
primary education, often in statements concerning their Infant
Schools (Weber, 1971). Open education has often been associated
with "informal classrooms" (Rathbone, 1971) and "open classrooms"
(Kohl, 1970) and has been referred to as the "integrated day" or
the "Leicestershire model."

Regardless of the name, there is an overriding belief in the
growth potential of children and, in this case, of children called
emotionally disturbed. There is a strong humanistic component to
open educationthe child is valued for what is already inside of
him and is not seen from the perspective of a deficiency model:

If we want to be helpers, counselors, teachers, guiders,
or psychotherapists, what we must do is to accept the
person and help him learn Olat kind of person he is
already. What is his style, what are his aptitudes,
what is he good for, not good for, what can we build
upon, what are his good raw materials, his good poten-
tialities? We would be non-threatening and would supply
an atmosphere of acceptance of the child's nature which
reduces fear, anxiety and defense to the minimum possible.
Above all we would care for the child, that is enjoy him
and his growth and self-actualization (Maslow, 1968, p. 693).

Open education then is part of a focus on a more humanistic
approach to the education of children. Needless to say, there
are many opinions on what constitutes open education.

What is Open Education/

Open education strives to be what its name states--open to
all those participating in the environment. There is an oppor-
tunity for each person, child, and adult to have something to say
about what is done and why it is done.

Democratic Practices

Our experiences during the past 10 years in developing more
open learning environments for the preparation of teachers and
for the education of children and youth have convinced w, that
this is a model for a dynamic society. Open education can offer
A way of spending time together which enhances the learning and
development of everyone ir. that environment and at the same time
lets each person live in air environment which fosters democratic
principles (Sudbury Valley School, 1970).
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These principles involve (a) respecting and valuing the
vidual rights of each person, (b) viewing the learning environment
as a community in which those who are directly involved have con-
trol over what happens to them, and (c) guaranteeing equal oppor-
tunity without bias against the skills, viewpoint, or goals of
each learner in the environment. These values are rooted deeply
in our past and in our present rhetoric, and it is conceivable
that learning environments can honestly reflect these values.

Psychological Propositions

Open education is also a set of psychological propositions
about how children learn. In her recent book, The English Infant
School and Informal Education, Weber (1971) specified three such
propositions:

1. Each child learns differently and has his own schedule and
strategy for learning.

2. Children learn optimally in a rich and complex environment
which encourages exploration.

3. Children learn best 1n a self directed fashion and in an en-
vironment which fosters their interaction with learning
materials and with other people.

There are undoubtedly other psychological propositions whicil
are equally relevant (Holt, 1967; Rogers, 1969; Featherstone,
1971) but those of Weber's point out the relationship between the
values cited above and their translation into propositions about
learning.

Set of Practices

This relationship becomes even more clear when open education
is seen as a set of practices which tends to reflect the above
values and propositions. In literature on education it is unpre-
cedented to have so many detailed descriptions of actual classroom
practices and interactions between teachers and children (Dennison,
1969; Herndon, 1971). Since a summary of these practices would
be difficult, the reader is encouraged to read Rathbone's (1971)
discussion of the implicit rationale of the open education class-
room and Barth's (1971) discussion of the assumptions open edu-
cators make about children's learning. There are certain
practice& which find high visibility in many open classrooms. In
an effort to convey what actually happens in open classrooms, a
brief analysis of the bahaNriors and interactions of children and
teachers follows.

Child Behaviors. The following list is representative of a wide
variety of child behaviors encouraged in open education settings
( noblock, 1970):

. A premium would be placed on the learning becoming
self directee. Depending on the psychosocial develop-
ment of the child and his interests, the environment
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of the classroom should allow him as much self choice about
what he should learn and how he should learn it.

. Children are encouraged to specify their learning needs and
interests and seek ways to meet these needs.

. Children engaga in exploratory activity in an attempt to
find the relationship between themselves and the materials
in their environment.

. Children spend time with other children assisting them in

learning activities and engaging in a variety of play
activities.

. Children offer feedback to teachers, parents, and others
concerning the viability of the learning environment.

Children evaluate their own progress and contribute to the
charting and analysis of their activities.

Children play a vital role in working out their problems,
disagreements, and conflicts with other children and adults.

Teacher behaviors. Insights have been gained into the behaviors
engaged in by teachers within open settings. Thrce followup
studies of Syracuse University graduates have provided valuable
information on what classroom teachers are actually doing with
troubled children in open education environments. The following
observations have been made in such settings:

. Adults function as partners and facilitators of children's
learning. There is a tendency to respond to individual
children and small groups.

. Adults function as organizers of th° learning resources
(materials, adults, and other children), making such
resources known and available to the children.

. Frequently, the adults will design learning activities
and encourage children to participate in them. There are
a variety of teacher behaviors having to do with the
initiation of activities. In one classroom 1 observed
that a teacher had certain time periods for designated
activitiesfree choice, reading, math vocabulary develop-
ment, or playground. Within several of these activities
the teacher encouraged children to pursue the activity or
task (finding words that begin with th, cr, etc.) in their
own way.

. Teachers tend to ask many questions of the children end
encourage them to solve problems rather than ask for or
accept answers from adults.

. Teachers often view themseves as resetrcea and catalysts
for learning for the children and other adults. This implies
that teachers need to be explicit about their skills and
interests so that their skills can be used more efficiently.
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Teachers cxpend considerable energy assisting the children
in committing their time and in setting reasonable and
realistic goals for themselves.

"Behavior" of Curriculum Material%

The use of materials forms an integral part of open education
learning environments. In a twee, these materials behave and
speak to children and adults. In choosing materials, open edU
cators typically prefer those that are more open ended, such as
the activity based science approach of the Elementary Science
Study under the direction of the Educational Development Center
(EDC), the mathematics orientation of Biggs and MacLean (1969),
and the reading approach known as reading through experience (Lee
& Allen, 1963). This list is not all inclusive, since many
teachers and children develop their own materials. In any event,
the materials used tend to ask something of the learner. They are
active and do not encourage passive encounters.

Open educators are intrigued with experientially based learn-
ing in which the child interacts with the learning mAtorial in
satisfying and thought provoking fashion (Hawkins, ISM. This
"messing about" in a subject matter is often a persor,al matter,
but it is thought essential to bring children and concrete learn-
ing materials into contact with each other.

One final comment on the use of instructional materials needs
to be made. Learners and materials function optimally in learning--
environments that are arranged and designed to facilitate learning
and communication between the child and his materials. Loom ar-
rangements, schools, corners of rooms, and so on all convey differ-
ent messages to the child. In informal classrooms the expectation
is that space will entice and respond to the creative urge of
children and that it will respond to the varying needs for activi-
ty, exploration, and solivude (Hall, 1969; Sommer, 1969).

Responses to Children's Concerns

The point of view argued for in this article takes issue with
any listing of characteristic! of disturbed children. On a deeper
'Level, there is the philosophical concern over the use of the label
emotionally disturbed and the educational relevance of employing
diaturbanca as a concept. Nevertheless, my experieuoe during the
past decada in focusing on children and youth in urban settings
has brought me into contact with a variety of concerns and be-
haviors.

I have long believed in a psychoeducational model of teccher
preparation and education of troubled children (Long, Morse, &
Newman, 1971). Over the years at Syracuse University we have
tried in our teacher preparation program to conceptualize and
operationalize what is meant by this model (Knoblock & Garcea,
1969; Knoblock, 1971).

This present effort to explore open education for troubled
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children is, in my opinion, a logical extension of the psycho.
educational model. The tenets of this model apply to open edu
cation, and in fact, by creating an optn environment we may be en.
hancing the opportunity to.implement approaches commonly thought
of as psycho-educational. For example, both models advocate the
integration of affect and content in the classroom. Both rely on
acknowledging and responding to the feelings and behaviors of
children. Both respond to the readiness levels of children for
the implementaton of academic skill development. Both believe
that often learning will take place only if it is put in the con-
text of relationships and only if the learner feels good enough
about himself as a learner and person. Other parallels could be
found, but the important point may be that open education ap-
proaches provide a learning environment in which the teacher can
truly function as a diagnostician in the sense of seeing children
operate in a variety of activities and with many other individuals.

Our clinical experience and extensive interviewing of troubled
children has led us to focus on five concerns of these children.
These are not meant to summae'e a disturbed child but should be
seen 40 examples of core concerns sufficiently troublesome to
Mlle some children to act upon them. Many schools in turn have
responded to these behaviors and feelings of troubled children.
iorton (1970) discussed student concerns and focused on relation-
ship concerns, self identity, and control concerns (a student's
sense of his visibility and impact in the world). In many ways
Table 1 and the following discussion incorporate some of the same
concerns that Gorton made reference to.

Conflict with Authority

The power relationships between teachers and children has
tended to erode the potential for learning in many school environ-
ments. The win-lose focus of many teachers and children is no
solution; no one wins in the ultimate sense. Informal classrooms
(another designation under open education) tend to be places in
which the participants want to be. This alone can contribute to

sense of ownership for what happens. When we take pride in our
environments, we tend to make a commitment to working problems
through. In our learning environment for children we focused on
Children and youth excluded from school. Initially, some students
experienced considerable difficulty with the freedom and the
choices. Adults functioned in ways which helped them become com-
fortable and active. To be sure, concerns existed between adults
and children, but these became personal and intimate and had less
to do with adults as roles or as authorities with control over
them. Once contact between child and adult is put in the context
of d relationship, there is an even greater opportunity to respond
to issues of limit - setting, aggression, and interpersonal concerns
that invariably spring up in the classrooms.

Moving Away from Others, Self, and Inner Concerns

Traditional education has placed a premium on children's be-
coming dependent on the adult, and in turn, there has been a dimi-
nution in many children's willingness and ability to be active in
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TABLE 1

Concerns of Troubled Children and the Response of ()Ran Education

Concerns of troubled children Response of open education

Conflict with authority

Tendency to move away from
people and concerns; an un-
willingness and inability to
capitalize on their
resources.

Concern with establishing
relationships with adults who
are trustworthy.

Feelings of loss of control
over their own feelings and
their learning environments.

Deep feelings of inadequacy
leading to negative self
concepts.

Nonauthoritarlan adults and
environments in which less is
decided for the child and more
is done with him.

Emphasis placed on providing
support to the child for becom-
ing more active in self defin-
ing; provision of an environs
cent that holds appeal to the
child.

Adults who firmly believe in
the growth potential of
children and communicate this
in words and practices.

Mutuality between all partici-
pants in the learning environ-
ment thus enhancing active par-
ticipation; respnse to the
feelings and emotions of
children.

Provisions for a variety of
activities and behaviors which
supply the child with many ways
to self evaluate.
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their own behalf. Disturbed children are frequently described
AS having behavior problems, but there is also a heavy preponder-
ance of children who become passive learners and function below
their potential in learning activities.

Open education offers many forms of support to the child in
an effort to put him on a path toward self realization. Basic to
this support is developing an environment which appeals to child-
ren. Such aspects of learning materials which respond to the
variety'of children's learning styles, opportunities to manipu-
late materials and to engage in experientially -based learning,
choices of what to learn and when to learn it, and an opportunity
to have a voice on how time is spent all contribute to a child's
becoming more intrinsically motivated to partake in his learning
environment and to shape it in productive ways.

Establishing Adult Relationships

There is much in the behavior of adults in open education
environments which reassures the child that he and the adult can
trust each other. The teachers believe that direct experience is
essential, and therefore, the Child is asked less frequently to
believe on faith that a particular subject matter or activity is
important. He has a chance to experience it himself, to modify
it, and to decide how and where it fits in this "curriculum".
Writers who feel deeply about children, such as Redl and Wineman
(1951), Cole (1970), and Rothman (1970), have shown how each
child carries with him his own "curriculum" in the form of skills
and observations of adults and other children.

Open education values each child's agenda and hopes to en-
able the child to build on his own personal agenda. If a child
is involved in karate, an entire curriculum can be built around
this activity ranging from learning self control, to learning
physics, to buying boards whi6 are used to break in half, to
following systematic procedures, to reading karate books and
magazines, and so on.

Furthermore, each child learns that the adults are not in-
volved in the external evaluation of hia performance. Adults in
this environment make the assumption that knowledge is idio-
syncratic and, therefore, highly personal. Thus., no one can
truly judge whether one child's learning is "better" than an-
other's, Also, the adult is seen by the child as a person who
can also be turned on to learning.

Finally, the entire issue of trust is looked at and explored
by those in open education environments. The participants ex-
plore this concern in a variety of ways -- discussions, group meet-
ings, and perhaps most significantly of all, observation of daily
behaviors of adults who communicate an unconditional positive
acceptance of who the child is and what he does.

21e11124gLstflos122LControl

The literature is filled with descriptions LI children whose
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feelings of powerlessness mire them in confusion, lethargy, and
self doubt. In open education classrooms one of the first
processes engaged in by teachers and children is that of develop.
ing a learning community in which a partnership exists between
all those present. We begin by assuming that in any group of
children and adults there is an extensive reservoir of resources
and skills. If we accept this assumption then our goal is to
assist participants in specifying both their learning needs and
resources.

In this learning community there is greater probability of
a child becoming involved in an activity reflecting his strength,
as well as his limitations. It makes sense that one is more open
to risk taking and engaging in learning activities in which he
experiences difficulty, as in reading, if he has experienced
success and a response in activities he does well.

A child learns he is not alone but is surrounded by a varie-
ty of adults. He can choose those with whom he is comfortable or
those who can serve as resources to him. Open educators believe
that many adults are needed to populate any learning environment,
To rely on one teacher to t' :ansmit all that is necessary is to
ignore the burden such a role places on that teacher.

Again, the feolin!:.-; i concerns each child may have about
his powerlessness are male a legitimate focus of his time in the
classroom. By combining an approach which offers internally de-
fined success and adults and children with whom he can talk, a
child will come to feel a measure of control over his school and
personal life,

paelingegfItiadequacv

Sensitive practitioners realize that how a child feels about
himself is central to his engaging in learning activities. Open
education acknowledges this concern and purposively sets about to
create a responsive environment. Open educators typically ask
troubled children to respond to the rules, to others, even to
themselves, but it is imperative that a responsive environment be
provided in which they an try out new skills, feelings, and be-
haviors. It is in the creation of a responsive and diverse en-
vironment tha.: open educators hope to assist children in viewing
themselves more positively.

Frequently, a child's negative evaluation of himself in
school comes about because he either defines himself in narrow
and rigid ways ("I'm no good in math") or because the school sets
up an expectation of him in equally narrow terms. In open edu-
cation the expectation is that the child will be exposed to a
variety of ways to "do math" and hence will have more opportunity
to see himself in positive ways. Open educators encourage
children to view themselves not as good or bad but rather to die-
cover their strengths, as well as their limitations.
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An Environment for Everyone

Special education literature is filled with information
about programs for handicapped children. What seems to be miss-
ing are programs that are responsive to the adults as well as the

children. Open education approaches offer us an environment in
which teachers, as well as children, can represent themselves as
learners. It seems imperative for adults to also function as
curious and vitally alive human beings in their learning environ-

ments. We have all experienced teachers who urged us onward to
more efficient learning but who seemed drained of their own

spontaneity,

In an open learning environment one of the major interven-
tions a teacher can have is to present hit..self as an individual
who is open to inquiry and knowledge seeking on his own. This
can be seen when a teacher delves into a content area with a child
and together they attempt to master the concepts.

There are many parallels between what occurs for teachers and
for children in open education environments. Two of these are the
need for communication in a learning community and the need for a
focus on personal growth.

$eed for Communication

During the past several years I have been involved with
groups of teachers of troubled children. In one effort to find
out the kinds of concerns teachers were experiencing, my associ-
ates and I designed a series of group meetings in which a small
group of teachers shared their experiences with each other. We .

tape recorded each of out sessions, and along with an analysis of
our meetings, extensive verbatim comments of the teachers were
included in our statement. A colleague and I have written a book
about this experience titled, The Lonely Teacher (Knoblock &

Goldstein, 1971). The experience was profound because it helped
me realize that any learning environment is incomplete unless the
needs and concerns of teachers, as well as children, are valued

and responded to. More and more teachers are now coming forward
and talking about their isolation and their need to have contact
with other adults in a learning and sharing relationship.

Open education is attempting to "re-people" the learning en-
vironment so that there are many adults who can respond as re
sources and catalysts for others, including other adults. Having

a variety of adults with different skills enhances the probability

that everyone will find some others with whom to relate and com-

municate. The role and authority dilemmas faced by so many
teachers are dispersed and shared with other adults and children.

Focus on Personal Growth

Open education environments encourage teachers to examine
their own concerns and personal growth. The freedom represented
in open education offers an unparalled opportunity for a teacher
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to explore hie own behavior.

The following statement is from one of our Syracuse Uni-
versity graduate students involved in creating an open setting in
our Shonnard Street School Program (Knoblock et al., 1972). This
student is responding to a question regarding how she felt about
the freedom she experienced this year:

The freedom of this project to me means an acceptance of
each personstudent or staff for what he is where he
is and where he wishes to go. There seems to be an im-
plicit trust in each of us that we know what is best for
ourselves-and that there are people around to help us
figure it out, to give us a lot of feedback on our think-
ing, acting, relating, behaving, etc.; that this kind of
feedback is given and asked for freely there are no
strings attached (e.g., grades) nor pressures to do or be
a certain way that with this kind of freedom we will
come to trust ourselves more and be more ourselves and
that this is learning and growing.

In general I'm feeling very good about this kind of
freedom. At times I feel twared, wondering where I'm
going with all this, if I'm really OK or ii I'm really
just blowing the year. Out these fears don't seem to be
nearly at prevalent as my feelings of excitement and joy
in finding this kind of freedom.

I think I've really felt this freedom this acceptanCe
of where I am and where I need to go. I've let go of a
lot of reins I had on myself and am allowing myself to
feel and experience all kinds of things I've never felt
or experienced before. 1 feel like I've almost gone
wild in a sense, because I'm doing so little reading and
scudyingbut I've been doing a great deal of thinking
and talking with people--and feel confident that I will
again read and study--now because I want to and not
because I have to (p. 11).

In the above quote one sees a young woman with a remarkable
degree of insight into her changing needs and a willingness to
assume responsibility for her decisions. Significant in her
statement is a strong flavor of a learner someone searching for
more congruent ways for her behaviors to match her needs. This
person and many others involved in open education look forward to
a lifetime of learning in which they develop a process for learn-
ing. Each year is seen as just that--a year along the way to un-
limited opportunities for personal growth and fulfillment.

102



References

Barth, R.D. Open education: assumptions about children's learn-
ing. In C.H. Rathbone (Ed.), Open education: The informal
classroom. New York: Citation Press, 1971. Pg. 116.136.

Biggs, E.E.$ & MacLean, J.R. Freedom to learn: An active learn-
ing approach to mathematics. Ontario, Canada: Addison-
Wesley, 1969.

Gorton, T. Reach, touch, and teach: Student concerns and process
education. New York: McGraw-Hill, 1970.

Cole, L. Street kids. New York: Ballentine Books, 1970.

Dennison, G. The lives of children: The story ?Lap First
Stteet School. New York: Random House, 1969.

Featherstone, J. School's where children learn. New York:
Liveright, 1971.

Hall, E.T. The hidden dimension. New York: Doubleday, 1969.

Hawkins, D. Messing about in science. In C.H. Rathbone (Ed.)
Open education: The informal classroom. New York: Cita-
tion Press, 1971. Pp. 58-70.

Herndon, J. How to survive in Your native land. New York:
Simon and Shuster, 1971.

Molt, J. How children learn. New York: Pitman, 1967.

Knoblock, P. A new humanise for special education: The concept
of the open classroom for emotionally disturbed children.
In P.A. Gallagher & L.L. Edwards (Eds.), Educating the
emotionally disturbed: Theory to practice. Lawrence,
Kansas: The University of Kansas, 1970. Pp. 68-85.

Knoblock, P. Psychological considerations of emotionally dis-
turbed children. In W.M. Cruickshank (Ed.), The psych
of exceptional children and youth. (erd ed.) Englewood
Cliffs, N.J.: Prentice-Hall, 1971. Pp. 565-599.

Knoblock, P., Barnes, E., & Eyman, W. Preparing_psychoeducators
for inner city teaching. Syracuse University Final Report
for U.S. Office of Education, Bureau of Education for the
Handicapped, 1972.

Knoblock, P., & Games, R.A. Teacher-child relationships in
psychoedocational programming for emotionally disturbed
children. In J. Helmuth (Ed.), Educational therapy.
Seattle: Special Child Publications, 1969. Fp. 393-411.

Knoblock, P., & Goldstein, A.P. The lone-, teacher. Boston:
Allyn & Bacon, 1971.

103



Kohl, N.R. he open classroom. New York, NeP York ReW.ew/
'_Vintage, 1970.'

Lee, D.M. & Allen, P.V. to x n
(2nd ed.) New York: Appleton. entury -Cro to,

Long, N,, Horse, V.D., & Newman, R,, Conflict in the cAesougm
(9nd ed,) Belmont, Cal.: Wadsworth, 1971.

Maslow, A.R. Some educational implications of the humanistic
psychologicis BaryaxdEtliw, 1968, 38, 385.696,-

Rathbone, C.H. (Ed.) Open education, the Informal claesrp2m,
New York: Citation press, 1971.

Redl, F. & Wineman, D. h r, w o at:: d s r it :.t o

and brlakdown of Wievior controls, Glencoe, Ill,: The ,

Free Brassy 1951.

Rows, C. Freedom to learn. Columbus, Ohio: Harrill; 1969.

Rothman, E. 1h40101inaiLyInl_gat. New York: Bantam, 1970,

Sommer, R, personal space: ThtBellayioral basja of design,
Englewood Cliffs, N.J.: PrenticeNall, 1969.

Sudbury Valley School. The crisis in Amorican.educatiopt An
analysis and a proposal. Framingham, Hass.: Sudbury Valley
School Press, 1970.

Weber, L. The English infant school and informal education.
Englewood Cliffs, N.J.: PrenticeNaLl, 1971.

104



Staff Roles

Staff members assume a variety of roles in a program such as
this. Some roles have depended upon the personal style of the
staff member, while others have remained consistent for all staff.

'these roles are described below.

il

ItesoUrceYer pn For Content, As all members of the group.
Were resources f Content, so were staff members.' .Eut, Often.
staff members initiated more freely and frequently'. around content.

:They shared their knowledge of community.--resources and made
presentations in areas of their expertise that they felt were

-valOable to teachers. They also helpedlraineWplan content. In
addition the staff provisioned the environment in a rich manner
via books, articles, films, and materials to be Utilized forboth
children and adults.

From a staff ember
'The first day back in the second semester Peter:
brought in Maslow and Erikson material's he had.
prepared. He said, "I did ,thit-Since people.were
interested in interventions. DO you.feel. up-to .-

doing it now?"
Prom a staff member:
-----qoday was the discussion'on Sex R0108. l_had met

previously other members of .the:planning.groupd.an
we had talked about diffetent areas we could ,cover
and about using a small group approach.. I- brought
in 4 articles covering differentaspeCts(e.g.,
sex role stereotyping in schools, "non-conscious.
ideology" paper by the Bems, etc.), a list of
questions to..think and talk about, and some feminist
-books and magazines (Ms.). We split into' 3 group0
and there Were very'active discuOsiont - about
marriage, personal issues, sexism in our group, etc.
Thenwe-came back'together for a while. It-seemed
as if the conversation was really relevant: every-
one talked."

pL:902,gSuervsionofilinandFedback. Staff members tried
to respond to trainees about theiffeelings and behavior with
childm and adults. Sometimes this was done in a formal way

-(i.e., a particular trainee was assigned staff person X as super-
-visor and they meet at a regular tim). This format worked most
successfully when both staff poison and trainee had a choice in
the assignment; then personalities seemed to be more matched.
This was also done informally after participation in activities
With trainees and children and in group discussions. Staff input
varied again with the staff's personal styles.

From a staff member in early November: "L. says she feels
passive. She doesn't'want only the one-to-one time with
D., that it's too frustrating. She would do group stuff
with her. She feels things are too ambiguous; there are
too many possibilities so she is confused and does nothing.
She would like some structure, a routine. I mentioned that
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Supervision Session

last year trainees had been responsible for planning some

activities on certain days. She liked that. I also sug-
gested the outreach thing films, trips into the community,
etc. She is going to talk with the kids this P.M. and may
raise some of these concerns,"

From a trainee: "One of my most positive experiences with
adults was supervision time with S. I can think of particu-
lar times when I felt we really worked together to come up
with ways for me to attack problems with R., his family or
school situation. 1 can also think of times I felt so good
just being able to express my feelings with him and feel him
to be a .supportive listener."

Counseling/Listening. The line between supervision and court-
sating is often very narrow in a program that encourages a focus -

on personal growth. Many of the relationships between staff and
students have been close ones and involved matters far beyond the
children in the program.

From a staff member: "B. and E. and I talked with B. at the
house this f.M. She came prepared to talk and seemed active
and analytical. Feels she and J. need to work some things
out. I suggested maybe one of us could help the 2 of them
talk. Had to keep coming back to it, but not certain B. will
talk with J. Somehow when we describe this program as having
a focus on personal growth I guess we need to be prepared for
some people taking it very seriously and in fact possibly
becoming immobilized."

From a staff member: "K. came home with me. She was upset
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with the decision about the encounter group. And also that
V. (her boyfriend) had left today and she had crited all
morning. She talked about F,, and her family, and group
'meetings,"

from a treinel: "111 mid-January I decided to talk to P. and
E. to tell them what had been happening to me, I was terra-
fled at the prospect of being so direct. The night before
1 got together with P. 1 kept remembering what 1 had heard
him say so many times in our groupthat all of ue carry
things around Made us that we are herrified by, but which
aren't so horrible once we share them With pelple who care
about us. He was beautiful, he mostly listened, reassured
me of my worth and his respect for me, reminded me of his
own battle with himself. Being hont4t had a baptismal
quality. I was real with him and he knew it."

Croup Leedeleb12. In a progreM organized around a group
focus, the staff member leadership behavior . directive or non.
directive can set the tone for the programis. In our program
staff planned some initial activities and made some arrangements
prior to the school year. The eXtent.to which staff members as-
mime authority is an important Staff members should be
aware of group process and leadership roles that fit their phi.
WOOphies and styles. Some of the difficulties are described
elsewhere in this volume.

From a staff member' (in September) "It ie ghastly diffi-
cult to begin in a new grOup' I wanted it to feel 0.K. for
no and others, but everyone was quiet. I knew that later
in the year we #,ould be a group,but we had to get there-.
Even though I felt I talked, it was probably 0,X. I tried..
to convey (and 1 believed it) that the agenda items were
tentative and open to out decision as a group. While 1
'suppose I would have waited fOr these items, to emerge, 1. ....

guess I provided some leadership or direction. Same old
conflict for me:' know what some of the things are that
"need" to be focused on, but I really do want everyone to
decide what's to be done."

From a trainee: (In 4urie) For a beginning, structure
Which gave a starting place, yet allowed for personal
creativity and expression would be good. For example, on
the first day* i wes quite anxious when we just sat around
and tried to talk. We could have done activities.,) think
it would haVe been bad if all these ideas always came from
the staff, but it wouldn't have been bad to begin that way."

Demonstration With Children. Depending upon personal skills
and interests, staff members could become involved in the program-
ming for children in an active way. One staff member frequently
Autilized his interest in working with children to draw trainees
in for joint planning; he did much teaching of curriculum and
Counseling approaches while working alongside trainees. He also
utilized those situations for feedback and discussions.
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from etaltRombett "I felt better than in any other inntenee
of my trying to share my thing. I had thought it out and
was ready motivated by my general excitement re this year
and the expectation that people would dig it, The people
were involved and gave lots of positive nonverbal feedback
during the lesson."

From 4 treiReq: "B's language thing was far out. Not only
in information content but in his sharing himself,"

SeryinX ae a Hodpl. As staff members we have hoped to do
, to act out our beliefs and values in the ptogram. T is

e meant to us being individuals not roles, and expressing our
opinions and feelings. It has meant being open and direct, non.
authoritarian, trying to look at ourselves as well as others. It
has meant responding to others and also asking to be responded to,
giving feedback and asking for it.°

From a staff member: September: "At times during the early
times together and tonight at the barbecue in the backyard
I haven't really felt like putting out and taking the
initial step. I think very often I would like others to
take the initiative and ask se how I'm doing. As we spent
more time together this week I sensed more people coming
out of the background into bolder relief. They took on
some identities and I }anted to touch them and make contact.

I have begun doing that with more."

From a trainee: "I have a lot of respect for P. 1or the
convictions he has about children and how he has put his
convictions into action in this program. I also feel he is
good at what he does."

Documentation and Evaluation. The staff of the program has
the major responsibility for documenting and evaluating the
program and the growth of persons in the program. This meant
conceptualizing a direction in evaluation; collecting the data
(be it logs, diaries from staff and trainees,questionnaires,
tests, feedback about activities); analyzing it; and reporting
all this in some format that is useful to the program and the
public.

From a staff members "M.A. students filled out predata and
staff met upstairs. It was a good meeting, S.T. (Partici-
pant Observer) talked about some of his concerns about the
rola and task in the group. We talked about the model and
the Joyce book. My observation about students' filling out
questionnaires is that, writing is not everyone's bag and
perhaps it would help if met with people individually and
ask them to elaborate on their responses. It would be nice
if all would write how they feel in detail, but if we truly
want to capture where they are then we may need to individu-
alize. The staff discussed ways for us to be involved with
trainees selfevaluation and how they are meeting their goals.
We agreed not to confuse our needs to have an impact or role
with their needs. We decided to discuss this with everyone."



Evaluation

In this chapter we describe the processes of evaluation that
we We utilized over the last 4 years. We mention our phtlo-
eophicel orientation to evalUation and the complexities and
prObleMS in deeigning an evaluation for a program such as ours.
Included also are disaltsiOns of major areas of data.gothering
(the growth of the traineei-the growth of the child, and the ea.
Vironment) and methods, timing, and etWs of evaluation,

Evaluations of programs are done for:many reasons: to satis
fy others as to their investment, to prove a point about a par-
ticular idea or belief, to have inputrto change an on.golOg
process, and to know at is happening and make some WOO. as
to why. At sumo point our staff has responded to all of the above
motivations for designing an eveluatiVe dimension to:our 'program.
But the strongest motives have 000 the latter two . feedback for
change, and understanding of the proceie, out of-curiosity and out
Of a need to know based on intense involvetent

It is important to know not only mby evaluation but also what
IS to be evaluated. Evaluation of training programs can him many
foci the training interventions themselves, the growth of the
trainee, the change in the children inVOlVed, and change in the
social systems /environments that the:program touches (sChools,
families, agencies). Evaluation can be directed toward products

Or process, it can be short-term or Longitudinal.

While the word "evaluation" implies judgment (assigning
value), we have often chosen to focus our efforts on description

i.e., "in what way did the traineechange?" rather than, "was
it good, did it meet this standard ?" This 000Cription, we have
felt, is the first atop. .Based upon what happened (behaViorally,
in the perceptions of persons) we -can analyze and asseas, Patricia

':- Win' (1973) has written about whatelle calls "doCOmentation as
an approach to evaluation''. This is in part what we have attempted.

We have tried to have our evaluation methods follow the basic
beliefs 6.1 the program as well, as be swsakkig with its structures.
Therefore, if we are encouraging trainees to seek their own di.
reetion in learning, then eitolusively pre-pOtt evaluation measures
designed by staff would be inappropriate; we could never anticipate
all the direction in which individual differences in trainees might
lead. David Bunt (1971) describes this Concern:

A trainee-centered training program requires intervention
procedures appropriate for trainees. Taken literally, such
a training program would be developed after the trainees had
been selected, on the basis of trainee characteristics.
Though such Literal odaptaticm is clearly impossible, the
training program must be kept flexible with numerous options
available (p. 73).

Additionally we'are concerned about documenting and evaluat-
ing the processes of the learning year, as well as the products.
It is difficult to determine the nature of these processes without
getting observations of a continuous sort that reflect changes at
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the time of their occurrence. A pre.test/post.test design 0,.
mattes the observations before the process begins and at the end
after it has ceased to function. Because of this process focus,
we have used both periodic (Septembar.JanuaryJune) assessments
and continuous record* in our program.

Thirdly, we feel the aplevance of evaluation for trainees is
crulial. We would hope that trainees leave this program as
problem-tolvers, Part 0ithe problem.BOlvini140Aesi is to make -

conscious the evaluation of alternatives in Skill*, attitude* and
knowledge, Trainee' in most 0000040 *Valuation efforts as
external to themselves. A great:-041:01Jhis has to do with the ,

difficulty in pre-post designs OfliVitigleedback to the trainees,.'
for fear of endangering the validity of the post measuring, By"
implementing .x continual and esdback process based om,
evaluation 04 trainee encretaWbehavioral, Objectives, as well as --

other personal growth dimensions, this prOblew-of the irrelevance
of evaluation for the trainees- dikini*1100,,,-

Self report data is of great value to u0, The size of our
sample of trainees is so small that group means mean little, so
we are looking at individuals and Change, 140:800 as of greatest
sifnificance the meaning of eventsia*behaVior for individuals.
As Carl Rogers (1970) SaYit

"To my way of thinking, this personal, phenomenological

type_ of study..especially:whenoWreado-all of the
tespoosesto far more vouebAe than the traditional
"hard.headed":_emPiricat OPOrOactThitOckrid of study,
often scorned by psychologists as being "merely self.
reports" actually give the deepest; nsight into what the
eXperience has peatto-: It it ,definitely more valuable than
to know that participants did.)r .:144 nOthow a differente
of ;05 signiticance from:a control group of nonparticipants,
on some scale of doubtful relisbilttY and validity. For me
this kind oforganiZed,inaturalistic study may well be the
most fruitful way of advancing Ouriolowledo in these subtle
and unknown fieldt," (p. 133)

Evaluating an'individualiZed training program demands what
Morse calls "Lof One Research" very different from traditional -

group data Pethodologiei,' We have utilized a case approach, in
terms of profiles of individual trainees and their changes; the
descriptive data aboUt them has come self - report, behavioral
observetion attitude and skill measures, and feedback from
prPgrOft'etaff, other trainees-, children and supervisory personnel,

"So many things happen especially to young persons, which
are outside the training province. Some of these give
maturity 00960t. Other provide such eituaticaai stress
that they contort. We have:found it necessary, not in a
prying way, but as a patter of course to think of the total
flow of a person with real attention to these external life
events. There are not only the Caplan crises death of a
close one, divorce, stress of roommates,' and financial, to
Mention a few but also those that are the opposite of
traumatic. A good marriage, finding high success in a pro.



fessional goal, and the like may cause a spurt which
really is not the credit of training, with the H cf 1
approach, this moat be taken into consideration.
(Morse, Bruno & Morgan, 1973, p. 160.)

-A paradigm from Morse, Schwertfeder And Goldin (1973, p.g)
indicates how complex a training program ist

e-
Program
Interventions

Psychological Characteristics
of Trainees & Professional

Prod, spogi,tions

[Trainees Behavior Classrooms,
Pre, during & Post Training

Pupil Behavior]
& Neture

We have never felt that we could adequately relate the substance
of the program's impact on an individual in the period between
September and June, We find that in the training eitudtio0S71W
.Studentli have difficulty in taking stock of change in thilir-oWn
_Wide and behavior and staff members may also. We receive many
letters, calls, and visits from our graduates who talk about the
latent ettocSe of the program Which become evident after they
are teaching. We therefore have a follow-up as part of our
evaluation.

Joyce, in hie book Modejs Uf,TeachinA-(1972) refers to the
-_distinction between direct' or instructional effects and indirect
or nurturant effects.

The instructional effects are those directly achieved by
leading the learner in certain dixectione, The nurturant
effects come from "living" in the environment created by
the model. (p. 17)

put-environment, like Joyce'i instance of "Non- Directive Teaching"
(ees Chap, 12 of Models of Teachine, 1972), depends to a great
extent on its nurturant values, "with instructional values de-
pendent on the environment's success in nurturing more effective'
Self development ". (p. 221) This figura below is taken from
Joyce's book 221).

0

NonDirective
Model

NURTURES SelfDevelopment

IA Variety of Social and]
Academic Goals
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We have always maintained that the process and procedures Of a
training program should represent to a trainee a model he can
utilize as a teacher with children, Pius the entire learning
periance into which a trainee moves upon entering the program
speaks to, nurtures, program goals of self awareness and selfdis
relation, responding to others in a relationship, utilization of
resources, and flexibility of roles, We hope that as teachers
our graduates will put these JAMe goals into practice in their
classrooms,

ael,And Methods of Dete-Oathpring

We have covered three major areas of assessment; 1) the
growth of the trainee; 2) the growth of the children' and 3) the
description of the environment(s) in which the Project was
functioning, The first two years of th% Special Projecyft uti
used more pre -post measures and more strndArdized scales than we
have in the last two years. This change reflected our feeling
that-the pre-post design did not adequately serve the format Of
our project and that for our own purposes we got more relevant
information from interviews, observations, and questionnaires of
our own design. In the following pages we will summarize our ap-
proach to each of these three evaluation areas.

Tho.growth of trainees. This was by far the central focus
of our evaluation as tt was the central focus of our training
program. We attempted to design an evaluation that responds to
both program goals for trainees and individual goals. We uti.
lized a variety of data sources, an assessment schedule that is
fixed and fluid, and various perspectives including the trainee
himself, herself, program staff, supervising teacher, other
trainees and children.

In terms of rpotcram gale, we have become more specific over
time. The chart below indicates this,

1969.70

L.1 Diagnostic Assessment 2.1

1.2 Observing & Recording Be-
havior

1.3 Proposing a course of 2.2

/earning based on speci-
fied aims and objeotives
in behavioral terms,
methods and procedures 2.3
and evaluation tech-
niques.

112

Ability to establish facili.
tative interpersonal relatton-
ships with children and adult*
Understanding and utilization'.
of resources of parents, con
sultants, teachers, adminis-
trators
Engaging in lielfconfronta-
tion and change behavior,



:1971-72

A. Awareness of Selft

1) Change in number of
trainee statements about
learning and personal
growth concerns,

2) To define via contract
personal needs.
Interpersonal Competence

I - 1) Tovfunction in faeilita-
, tive interpersonal ways
with children and adults
(empathy, acceptance,
lenuineness),

, 2) To stets one's impact on
others.

3) To state changes in trust
of othors,_in risktaking,
openness,

4) To play diverse roles in
a group.

5) To utilize resources of
children and adults.
a) to state resources of

others,
b) to Nark with others

(including requesting
help and planning and
carrying out),

, Additional Teaching Skills
(Besides A and 8)

1) To state/set goals
a) for oneself
b) with children

2) Demonstrate a variety of
behavioral Interventions,
a) Manage surface behavior

of children, e.g., try out
Redl's 17 interventions.

b) Talk with children about
life events,
1, frequency of talking
2. Do an LSI
3. Describe inner life of

child
3) Demonstrate a variety of

Interventions.
a) to describe readinesi,

interests, conceptual
level of child

b) describe number of different
content approaches

c) demonstrate number of differ-
ent content approaches

d) share interests with children,
i.e.e.,bringin activities
around trainees personal interests.

4) a) to state principles of
group dynamics,

b) to utilize prinoiples
of peer group dynamics
in programming` for
children.

5) To problem-solve
(defined as)
a) to discriminate persons,

behavior, environments.
b) to generate hypotheses.
c) to flexibly radiate en-

vironmente with a
1, diversity of responses

(trainees repertoire)
2. seeking resources to

increase variety of
environments.

6) To be an advocate for child-
ren (defined as)
a) number of contact with

variety of agencies
about children
(count)number of contacts

-number or differ-
ent agencies

b) placement of children for
whom trainee is responsi-
ble in school, job, or
summer camp program

7) To evaluate success of
methods in meeting goals
(self,eyaluation of ob-
jsotiyes--with self and
with children).

S) To document experience of
self and children
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With regard to methods, we initially utilized a variety of
standardized instrUmenteprimarily attitude and personality
measures., These included the Teacher Belief Scale (Weyting &
Charters), TeacherPupil Relationship Inventory, Dogmatism, FIRO,
Self.disolosure Scale, Personal Orientation Inventory and Con.
ceptual Loyale. We also designed instruments or tasks ourselves
to evaluate specific goals. These included Content measures
(Psychoeducational Terms and Card Sort) demonstration tasks
(Observation task, lesson plan preparation); feedback about others.
(other trainee and staff, teachers, children), and reports about
self (questionnaires, semantic differential formats),

We found most helpful tho content of the trainees' statements
rather than any test scores, so in years 3 and 4 of our project
we cut down on the number of standardized measures we utilized in
a pre-post manner. We continued to use Some of these tests (like
TIRO, 14011) during the year as teaching devices when the trainees
were interested and it seemed relevant,

In addition to these measures and tasks that were taken at a
particular point in time, we gathered information during the
process of the year. These process measures included daily logs
from trainees, diaries of trainees and staff, feedback sheets
after particular sessions, tape (video & audio) of group meetings
and activities with children, interviews by staff, and notes of
the partidipant observers. We also utilized unobtrusive measures
like the sign-out sheet from the protect library, schedules of
activities with children, notices placed on bulletin boards,
proposals to the School Board, etc, We kept "products" that
trainees created for our program or other courses including
self-instructional modules, papers or lesson plans, slide shows,
tapes of Life Space Interviews, etc. We also have a photographic
record of the year (by trainees & staff).

Many of the instruments were administered in September,
January, and June. Process measures occurred over the year. We
also conducted a fairly elaborate follow-up of trainees that will
be discussed below.

Evaluation agents of trainee growth included self, university
staff, peers, Parente and teachers and children. We tried to have
some input from all these perspectives.

Follow-up of trainees. in addition to an evaluation during
the school year, we have conducted a 2 year folloW-up of our
trainees after they leave the training program. We have data on
85% of the graduates of the Special Project, This has provided
very important information for us ebOut the impact of the training
program on trainees as well as data about the pressures of teach-
ing that can help us modify our program to more adequately prepare
trainees. A detailed disCussiOn of the follow-up approach it in-
cluded in the report for 1971.72, preparing Psychoeducators for
Inner-City Teachings A Follow- up-Study of Special Project
Graduates by Margaret Berra.
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The format utilized in the follow-up included; interviews
by staff; written questionnaires; standardized measures corre-
sponding to thode utilized during school year (T111, Profile of a
School,' Teacher Belief Scale, Dogmatism); observations in the
teaching setting; collection of schedules, lesson plans, teacher.
Created materials and 4.,ommunicotilne with parents. When it was
'feasible (in terms of proximity) we collected data through all
these means. Otherwise wa asked for the written information
through the mail.

The three broad areas of study included (a) Job Placement
Coals (job description, selection, constraints and satisfactions,

socio-emotional climate); (b) Teacher's Personal Philosophy and
Characteristics of the TeachinLearning Environment (character-
istics of the teacher's role especially self-directed learning,
Curriculum invention, physical, cognitive, sooio.emotional en.
Vironment of the classroom) ; 'and (c) Graduate's Perception of
Program Effectiveness. In regard to the first two areas we
assessed descriptions of the trainee's situation with regard to .

itacongruence with program goals such as those listed previously
in this chapter and its congruence with the value orientation of
the prOgra$ as described in Chapter I. Per example, the follow-

:trig hypotheses were included under Job Placement Goals:

The job position accepted will be in facilities whit'., do
not label or segregate children as the prevalent way of
dealing with them. The job position accepted will be one
in which the socio-emotional climate among peers and with
-Children is conductive to authenticity, openness, sharing
and-collaboration.

An example of a hypothesis from the teaching-learning environment
'section is as follows;

The teacher is aware of his /her impact on children and
adults, is open to feedback and is able to give feedback
so that it can be received.

The observations of actual teaching behavior and classroom
environments were used to back up or contradict the statements
graduates made about their values and goals for their classrooms.
In some cases, the observers had the opportunity to talk with
administrators and fellow teachers in the graduate's school.

--They also talked with children.

in general we have felt that the follow-up data has made us
feel better about the program's impact on the trainees. Many of
Our graduates have Maintained contact with us, and have given ua
feedback about the long-range effect of the program. For example,
in a note from a 1970,71 graduate in February 1973, was the
following:

"t always look back on my year in Syracuse as one of the
most rewarding in my life. Why? Because that was when I
was finding myself as a beginning and budding teacher...as
well as a young black woman, committed to black kide...I
knew that after I left Syracuse I had only just begun to
really find and develop (my) ideas, strengths, beliefs, and
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and etitiosityand most important to realize and under-
stand that as an on-going process.,."

The follow-up has also made us more realistic about what teachets:-
face in terms of frustrations and satisfactions in schools. For
example, another graduate writes,

We have had a rough winter, I've been "down in the dumps"
for most of it. School is exhausting and H's (her son's)
day care center folded a month agos..I'm resigning this
week, not effective of course until. school is out in June.
I'm really glad 1 stuck it out.,.t learned-a hell of a lot _-

about public schools, special classes, kids,'administrators
and a. Meet of what I tried failed, but I succeeded in
getting high school kids in my room in the A.M. it WO
a lot the pressure has lessened and kids are really
feeling comfortable. I lust wish it had happened sooner.
Next year I plan to spend more time at home with N. And
for stuff want to do - possibly substitute nursery schoOl
teaching or something half-day.

The pressures of classrooms and schools have a powerful ef-
fect, One graduate says,

I'm definitely having mixed feelings about my classroom.
I'm working with another woman (it's her 1st year teaching)
who is very nice, quite open, but totally unorganized and
very insecure about it. We operate as one room in tho
morning (53 kids) but in the afternoon we split up and do
more group kind of activities. The kids seem to enjoy-it
and we have practically no huge problems (yet) bittri-find
that I'm a total wreck at the and of the day. I'm physi-
cally and mentally exhausted, pretty tense, and the room it
a disaster Area...I find I'm the one who ends up cleaning
and replenishing in the afternoon. S. (the other teacher)
feels so badly about her disorganization already that I
don't want to ask her to do much at this point. I've tried
encouraging her a lot about her teaching (She's very
cheerful and has a good relationship with the kids) but she
still can't seem to get it together to plan ahead for any.
thing. Obviously, I'm in bad need of a teacher's stoup!

Here is a letter in September from another graduate.

I feel as if there's- so much to tell, 1-don't quite know
where to begin. I guess a good place would be with the
"pre-school conference" in which the principal handed out
50 pages of rules, including dress code for students and
teachers, procedures for corporal punishment, astigned-
bathroom time? and sign in/out sheets for teachers. felt

as if somethlhg was coming down on top of me, and was
almost ready to quit. I also found out that 411 my kids
aro pined in the class according to I.Q, under 75 --all
labelled DIR. I felt very resentful, as if I-had been
conned, because none of this was told me before.

We have been concerned about the impact of- school environ-
ments on teachers; many of our graduates feel good'about'the
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children and parents with whom they are working, but thwarted by
the attitudes of colleagues and adminititratoric Many of our
graduates have run what we value as open and.cating learning en-

,- Vironments for children and yet leave a school setting after a
Year because of lack of support from other adults-, It is gretis
lying to See the kids of teachers many of oUrjrainees have be
tome, but also enormously frustratingto be aware of how little
they are valued by others in the working environment,

Tr e erowth'pl eh dreq. Staff-jeeikned assessment of child-
change has been less elaborate in thit project, as we have focused
on the trainee as the central evaluation component, However, as

,part of training the graduate student is required to complete case
tfreCoids on the children with whom ho/she works, documenting change
fc7-10-particular areas that he chooses. The staff helps trainees

With this evaluation. It may be informal (i.e., moving toward
Mathematical content evidenced by count of time spent doing math,
number of math lessons requested,) or formal (a standardized test
on addition and subtraction facts). The evaluation may concern
emotional and social goals as well as academic /cognitive ones.
(Cepecielly since many of the children and youth with whom we,
WOW were referred to ue because of behavioral difficulties
tether than academic ones. (See the chapter on Target Population).
,10 any event the trainee is asked to report in written form on
the changes in children with respect to particular objectives,

In addition to the trainee and child.determined evaluation,
we also asked for children to give us ieedbacX about the program
and their own growth in it. We used an audiotaped interview

by one of our etaff.members; the tapes were eventually
tieneoribed, An-example of part of an interview with a 16 year

by is included hem

I. In what ways do you feel this program was good for you?
J, I made some new friends, and I found out a little bit

moro..I can't think of a word for it.-
1. Don't worry about it, because I am not looking for a

specific answer.
J. 1 liked it..
I. You did make some new friends.' :What Were some of the

things that you did this year specifically!?
J. 1 learned how to- -not take pictures, but develop pictures

and played basketbellti learned.how tOIPley pool on a
12.foot table; and what else did I dol I learned how to
stay out of trouble.l:

1, Was that different from before- -when you were at school?
J. Yes,
1. In what way do you feel like you stayed out of trouble?
J. Well, to keep my mouth shut about what's going onlike

I wouldn't : (inaUdible). like I had an obligation to
do it.

1. In other words, it actually helped you to take care of
things yourself.

J. Yes.
1. Does that in a way say that you are a little stronger

now than you used to be as far as standing up to other
people?



J. Yes, t think so, 1 couldn't handle trouble that much,
because I was afraid of the consequences, Now, that
I've sort like it's in front of mern,like
I'd walk into a room and it would happen right there...,

I. There were a number of times this year when other, kids
picked on you, intimidated you, etc, and it seemed to me=--
that during the year you became much better at handling
that by yourself. I wonderdo you have any idea what
made the difference?

J. What wan that again?
I. What made the difference,- why were you able to do that

when you weren't able to do that in a regular School
situation?

J. Well, this way_ there wasn't tliat wv.,1, to hold back,

because before the teachers would atop you fromsort
of like the kid who was starting everything would get
away with it, and the teacher would blame everybody else:-
for starting what he had done; wouldn't let you speak .

your mind, you know.
1, -Do you feel you've had support from the adults in this

group/
J. Yes. Very much.
1. Do you feel like that helped you a let/
J. Yes.

Do you feel now you are bettor off to go off on your oWn:
and be stronger being yourself with other people, or do
you feel like you still need the adults?

J. Well, I don't really need the Adults that much. I would- -
need a little advice now.and then.

I. Do you feel that you could get that if you wanted it.
J. Yes.
I. That's good to hear. 1 feel that's all true, too that's

exactly what I would have said about you. I do see you
as a lot stronger now. Our purpose is to help people
figure things out for themselvesnot to do things for
them. In your case I feel like that's worked. We are
going to have some contact next year, aren't we? I hope.

J. Yes.
I. There were a lot of problems at the Boys' Club.- What did-

you see as problems?
J. Well, some of the kids wouldn't pay attention.14 SOMA

body talked to'them, they'd run away and wouldn't talk
to other people. Some would come over to you and start
saying some stuff, If you were playing basketball, for
instance, they'd take the basketball away from you and
wouldn't give it back, And since the kid was smaller
than you were, it would put you in a position you'd feel
like you couldn't take it away from him, or it would be
like i was picking on a smaller kid.
What do you think the adults could do differently to
avoid the problems you had this year? In other words,
I'm asking your advice,

J. Welt, maybe some stricter laws a little more discipline.
I. Do you think it would work?
J. Well, if the kids are-they do enough fighting

discipline. I figure they maybe have to taste their own'_
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medicine. See how it goes on them. Like if you're in
a car and they holler out windows at old people, maybe
in 50 years they'll gat the same aggravation with their
problems.

I. Do you feel the adults in this program took too much
stuff from other kids? That they allowed them to do too
many things that were wrong?

J. Yes, I think so, In a few ways. Some of the kids were
doing too many bad things and some would let them get
away with it.

I. Let me ask you this, You were one of the very few kids
that was not there because of disciplinary reasons
behavioral reasons-most of the other kids were there
for those reasons. Given that faoton any given day
you would have a roomful of kids that were out of school
for hitting other kids, hitting teachers, constant die.
ruption, etc., do you feel that, given that fact, it was
really a bad environment?
Oh, no, no. -not really, because it gave me a lesson in
thinking how they feel. You know, they feel that they
aro pissed off that they've been sent there, and they
probably didn't want to do it at all in the first place,
and they feel like they've been crowded into something..
some institution, I sort of feel sorry for them in a
way. They knowit's sort ofthey can't-ewell. I can't
get into it, but they can't tell what they are doing....

1. That's a good way of looking at it really want to
look at environment as it is, not make excuses for it,
but not making it any worse than it is, Sometimes I
think it was a really good place and I don't want to be
too critical and sometimes I thinkboy, we made a lot
of mistakes and we'll better figure out what they are
I kind of go back ,,rld forth. Let's take one kid, D. for
example, that you isnew for two years. Describe some of
the changes that you saw happen in him in a two.year
period, or about a year and a half.

J. The first year he was a little bit mean -not really a
little bit..let's say he was mean, Even say one word to
him, and he'd go after you with his clutches, but now if
I see him4,he's very contented. He doesn't start
trouble and he's much brighter than he was the year
before.

I. My idea how that's happend with him?
J. I really can't say, because I arrived in the program a

little late, so I really can't say.
I. Could you make a guess? If you can't, don't worry about

it. This isn't any question. I'm just wondering if you
could guess what is changed for D, to make it easier for
him to be how he is now.

J. Well,. -he could have said to himselfwhat's wrong with
me. Why an I'doing all this and looked at the stuff
around him and, said that he ought to be more like that..
nicer.

I. I think that's true. In a lot of ways, the same thing
happened to D. that happened to youhe felt some support
from the people.
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1. He didn't feet_ 100 he had to do that stuff. Do ylu
feel at the boys' Club that yOuitet enough attention?

J. Yee, I got enough.1 really didntt need as much as I was
Otting-!ilik4 everybody wee.well, setting up the

ithedule, I really didn't think it was necessary.

We 410 use as some measure of child growth the child's

satieftotorY placement in school and/or camp programa (although

sometimes adaptation to particular school settings could be seen

as unhealthy!)

In addition to the perceptions of the trainees and the

children themselves about child change. we also solicited written
and verbal feedback from parents, teachers, social workers and

Other community peOple with whom we had elose contact. We asked .

how they saw the program, what difficultiet:they perceived, it and

how they felt we had helped the child with whoM they had contact.

Most of the responees we received (about 60% return? were very
favorable and neced specific behavior changes in children.

As with the growth of train es, the data on Children was
Collected over the year by both rainees and staff.

I

ascriptOn of the environment(s). In all the four years of

the Project we have tried to describe the envirOnMentOf,the
School (whether an external school program or one we have treated)
basically because we believe in an ecological model that Views
behavior as an interaction of the person and the environment

he/she is in. This was a realittio issue as often much of the

energy of project staff and trainees went toward responding to

demands of the environment. And we also were interested in as.

easing the impact our project -its personnel and their activities

"had on the school. (For further diacussion of this see the

chapter on support systems.)

Seymour Sarason (1969), in his article on ',The School Culture"

and Prodesses of Change" suggests defining a school through its

activities and relationships.
4

We have tried to look at both these areas, and at the per-

ceptions of various constituencies in the school as to its normsi

value priorities, goals and influence patterns. Our primary

method has been through the utilization of a participant observer,

someone previously unrelated to the project and to the 80001i

who can look at what happens over the year with as unbiased an

eye as possible. The material from the observers has been Made
available usually at the end of the year, and at times in terms

of periodic notes about current activities. The final report in.

eluded both description and analysis.

We also solicited opinions of administrators, teachers,

trainees, project staff, parents and children about the rules

(stated and unstated), decisionmaking processes, the behaviors

seen as deviant and how they are responded to, the goals and-.
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'direction of the school, and the problems in the school. We
found tremendously varied perceptions between Sub-groups (some-
time* role-determined) pn gal issues, while in other cases there
was consensus (for example aiut influential pawns).

We have utilized an instrument, ?rail° of a School, based
On work by Likert; respondents rats the school setting they are
in end their isleAl setting on five factorssupervisory processes,
task-cooperation promisee, communication-4cision making premiss-
es, socio-emotional processes, and involvement-motivational
processes. In one small public school setting, teachers saw the
school as more positive, i.e., more partiopative, and closer to
their ideal, than did the trainee group or project staff. In our
own settingthe school created by the Project-. the trainees
describe the environment as pertioipative,and more congruent with
their ideal.

Lastly we have gathered unobtrusive information to support
areas of interests the rules posted on teachers' walls, prima-
pale' memos, bulletin board displays, who eats lunch with whom,
what reading material is used in the teachers' room, which parents
and which teachers tome to school meetings, etc. All of thin in
data describing the environment.

We attempted tc gather information about the environment all
during the year; many of the feedback questions were primarily
from the end of the year.

Assessing the impact of the project on the school is a Compli
eated matter, since responses to staff-designed feedback instru-
ments can be easily contaminated by social desirability factors.
Our best source of i&'ormation was the participant observer who
had access to many segments of the school community. We also used
questionnaires about the impact of the Project on specific areas:
child learning and growth, teactler learning and growth, and cur-
riculum and scheduling.

Reporting on the_Projt:..

It is very difficult to describe as complex a project as ours
to othersbut nonetheless we have tried in 3 yearly reports,
1111,p4X$014 fsvchoechkcators for Inner,City TeachinA, 1969.7p;
:1970.71; 1971-12, which are available from the Division of Special
Education, Syracuse University. We have used 3 formats: a narra-

-tive, a summary analysis of group data, and case profiles of each
02 our trainees. To determine which of these approaches is most
helpful to someone unfamiliar with'our program we would need to
know his/her purposes.

In the narrative, as in this model, we tried to convey at
happened, the process. The group data approach was short-lived,
since it seemed inappropriate to the process and site of the
group (see Orientation section of this chapter for further ex.
planation). In the profiles of trainees, we attempted to create
a picture of the individual - using their words, test data and
staff perceptions. Over the year of the program, we included the
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following: biographical capsUle, teaching role and behavior,
perceptions and reactions to the freedom in the program (i.e.,
self direction), learning style, learning goals, career goals as
a teacher, black white issues, and skill assessment. (Another
interesting case approach is described in the book by Morse,-
Schwertfeger and Goldwin, thin

of Teachers of Disturbed FereschoOlChildren,1473,1)niVersity o
Michigan, Ann Arbor.)

SumMary.

This chapter has been an attempt to describe the processes
of evaluation that we have used in our program. There has been
no effort to talk about "findings," though we have them, because
any attempt to reprodUce this kind of program would yield differ.
ent results based upon the people involved and their values and

activities. Findings from each year are available:in the yearly
reports', In essence learning/training is an individualistic
matter, For us thin evaluation process fits our beliefs, val'Js
and styles, and waa coherent with the activities of the training.
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In Conclusion

The four Of us directly involved to the writing of this docu.
vent have truly attempted to make this a collaborative effort, A
full year ago we began talks centering on how each of us could
contribute to a final statement. What has preceded this con-
elusion it the result of our deliberations and energy spread over
this year,

As We attempt to conclude we face, in some ways, our great.
. est difficulty, Because of the personal, perhaps idiosyncratic
nature, of this preparation program, we as staff members have come
to view what has happened in slightly different ways. Just as
with each of the trainees, each of us has taken something differ-
ent out of this experience and we ha,,z a variety of ways of con
ceptualiiing it, in thinking of how to "conclude" we wanted to
avoid confusing our rhetoric with our deeds. Undoubtedly, what
we say is "better" than what actually happened. Originally, we
had hoped to have a 'concluding statement on how this program could
be applied. That is, how parts of it had applicability for other
preparation programs. One of us made a stab at this and die-
tributed the following brief statement to the others:

Help! At the time it seemed like a good idea to have a
section on applicability, I've tried to do it, but feel
as though it is an attempt to make our program sound like
all the others. And it iSn't. Perhaps we can discuss
th$11 and I'd welcome suggestions,

It is certainly clear that there are many points of view
currently operating in the education of emotionally dis-
turbed children and in the education of teachers of these
children. Two recent publications offer keen insights into
just how many philosophical appraches there are to inter-
acting and preparing teachers (Rhodes and Tracy, 19721
Morse, Bruno & Morgan, 1973). One of the implications of
these analytAs is that despite the variety of training
philosophies, values, and beliefs that currently exist
there are a core of practices that the majority of prepa-
ration programs utilize. This may have direct relevance
to, our concern, namely dots a teacher preparation with our
philosophical stance have some applicability to other prepa-
ration programs with very different points of view, It
would seem possible that, even where philosophies differ,
there may be practices which are relevant to or shared by
a variety of programs.

Central to our position is the view of the growth potential
of each human being child and adult. Not every approach
to dealing with troubled children takes as charitable a
View, but-more and more workers share our concern with not
focusing on the "pathology" and label of the child and
stressing inatect the behavior as manifested by the child.
This is A practice we strongly adhere to-and feel is justi.
Liable regaidless of the philosophical position of the
program. NCedless to say, how one proceeds once armed with
the behavior is another matter,
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A second aspect that has applicability to a variety of
programs is our belief that the personal and professional
growth of the teacher deserves a major emphasis along with
the development of the children with whom we are interacting.
ge.0 not feel we have an answer as to best way to im
Plement this ittiphesie but we are convinced that if teachers
are to represent themselves as learners then their training
environment must be responsive to their needs and interests,

:Out approaches have been varied, ranging from individual- A

supervision, group meetings, encounter group weekends,
weekly t.Oroup sessions and on and on. Regardless of the
specifics, the point is that within the frame of reference
of individual preparation programs there can be a variety of
ways to communicate to each trainee the value of their-own
groWth and deVeiopment.

Over the years we have learned some of the ways in which we
could operate a more flexible graduate program while still .

part of a larger social system, the university. For example,
in an'effort to respond to the combination of theory and
practice we have our, students enroll for the usual course
schedule, except for non education courses. However, in
place of separate courses and content we set up regular
seminar meeting times each week and made it a point to cover
content that might have normally been covered as part of the
regular course structure along with topics that tere directly
related to our dailywork with children.

Our belief in the learner (adult and child) assuming as
active a role as pOssible in his own behalf is one that can
be shared by a variety of programs. There are many impli-
cations of this point of view, including whet is now being
referred to at a "hands-on" approach to teacher education.
in addition, we attempt to utilize curriculum materials
referred to as °activitybased° which tend to make demands
on children to become actively invol.ted in encountering
such material.

AAother member taking cognizance of the plea for help wrote
the following note:

RE: °General Applicability"
One way you might want to deal with this is to distinguish
between two things: (1) aspects essential to the program ,

model; and (2) secondary aspects.

(1) You could state that the following (for example)
distinguish our program:
1. Belief in growth potential of each human being.
2. Belief in the importance of teacher growth.

(2)-Then you could go on to list secondary aspects of the
program (if these are indeed secondary):
1. _Open education.
2. Encounter sessions.
3. Dissolution of staff student roles.
4. 4orking with excluded kids,
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You could then discuss how Att secondary aspects could be
made to tit with essential aspects, This could be helpful
for those willing to "buy" essential aspects but who are
put off by encounter sessions.

You might.aleo approach it in terms of goals and means.

We then came'together as 4 group to brainstorm about this
question of do we run the rick of "hOmo4enizing" our program to
make it Bound like Other Appeoachosi, or are there ways to charac-
terize What we believe in So that our point 'of view can be com-
municated to others so they can respond to parts of it

At this meeting we attempted to focus on our "Waco". Two
staff members presented the following bri,,akdownt

L. Our prOgram views:growth or learning as idiosyncratic,
thus encouraging an'approach that fosters selfdirection
un the part of the learner.

2. Our program adhere, to the belief that affective and
cognitive development Should ideally go together and
we encourage trainee pursuit in each

3. Our program believes in an interactive approach to
learning in which being a !somber Of a group can aid
one in the develOpme0 of tikills AS Well as affording
one an opportunity to sha're his resources with others
at well as to benefit from Others, resources.

,- Still a fourth member Of Our grOup took item His argument
wee that our uniqueness was pr4marily,in our attempt to create a

= learning community and that everything else flowed from this. The
introduction to the final repOrt of our third year of this ,

project reflects this focus, and is reprinted as followst

THE CREATION or A LEARHIHO EHVIROHHENT

This report is our account of how all of us, adults and
children treated our own training and schOol environment.
Our successes and failures are ours; in every aspect, we did
it ourselves, We worked to develop our own group of adults,
find a building for our school, locate children, make cots-
munity and school contacts, agonize with children over their
school, social and behavioral concerns, and all the time
focusing on our own personal growth.

From the beginning we have viewed this special project
as an alternative approach to the preparation of special
education teachers. We began with a concern for hoW un-
realistic our training was for prospective teachers. We
felt a great gulf between what took place at the university
and the world encountered by teachers and children each day.
As we moved our training into the. public schools we realized
once again that there are many home, community and social
forces-also Impinging on children and adults in schools.
This year we experimented with the creation of our own school
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program in an effort to respond to children who had no
other place to go and to our own needs to develop a
learning community.

If one considers the responding to personal. groWih

needs, of children and adults as radical, then we have indeed
created an alternative training model. Embedded in every.
thing40 do is the belief in finding a process that is as
good for edults as it is for childion; for finding ways to
respond to Cognitive as well as affective needs; for living
our Wiefv for sharing and communicating with other adults
and children.

We are no longer talking about teaching the child, at
least not in the narrow sense we have used before. Our
children in urban centers are troubled and searching. They
need an opportunity to regain control of their own lives,
so they can specify their own learning needs and share their
resources. Ai:d so do our trainees who were and want to be
teacherst

By creating our own school program in a neighborhood
Boys' Club we have attempted to respond to many of the com
plexities touched on above. Ours is a broad.gauged approach
and by necessity our task of describing and evaluating our
prograM is an enormously difficult one. We have looked at
our training needs and the personal and academic needs of
our children. At the same time each of our children has
touched dther adult'lives..his parents who in many instances
were frustrated and disappointed in his behavior; school
per0Onnel vho had either given up or were in the profess of
moving himlurther from school entry by excluding him
iegally or otherwise. We attempted to spend time with
parents and school representatives, as well as other communi
ty agency personnel. Each step of the way we have tried to -

mair4444 our integrity as adults and at the same time assist
each child in representing himself as a person with needs
and concerns and as a valued member of the environment we
hadAtIl createdogekher.

In many ways, then, this dialogue between the four of us re'.
fleets 0.0 very process and content we have tried to live by
during the past four years. HObviously, no one of the four is
wrong. What we experienced is a diversity of beliefs, perceptions::
conceptual approaches. In broad terms there is a common bond .._

around shared values, but much room for how we think, feel and act.-
about these values.

This statement on conclusions may leave some
informed than when they began. Our major hope is
been clear and explicit enough so that others can
may be relevant for them.

It might be well for us to end with a brief
some of the complexities we encountered and then
to university faculty.
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We began with a vision and have coos face to face with some
of the harsh realities such visions create. Our vision was and

:is a complex one. We hoped to do two things. First, to create a
learning community in which each of us, university staff, Master's
Students, and the children with whom we worked, would feel pert

--of and contribute to its development. Second, to help foster
,!..:Within special education a climate for the creation of alternative
learning environments for children and to bolster the concept of

ra'nright to education" for each child.

In the following discussion we would like to highlight some
of the complexities behind several of our assumptions and beliefs.

, To begin with, we now have a clearer idea of what it means to
develop a learning community or group focus. Over the years we
MO grown increasingly uncomfortable with each student off on his
own, only coming together for a class lecture two or three times
-a Week. One of our strong beliefs is that each of us has skills
and resources that could be enhanced and shared by interacting
more closely with others.

During the past four years of this Project we have come to
-realize that individuals vary in their interest, willingness and
skills when it COMOs to involvement in a group. Some of our

people came specifically fir our group focus, while others seemed
to feel alright initially about Ming in a group but felt unsafe
and uncertain once in it. Needless to say the response has been

extremely varied. One of the dilemmas has been the delicate
_balance between our focus on personal (individual) growth and par.
'Iicipation in a group, Some have seen the time in a group as in-
hibiting their individual development, while others have felt
that they profited from others' resources.

The emphasis on our developing ourselves into a community had
many implications for another strong belief, that of the value of
an individual becoming self-directed in terms of defining his own

-learning needs, We had some interesting approaches to this situ-
- ation ire,lnatno several students who clearly-moved away from the

group's development of a school and found their own placements or

remained much more passive.

This question of self-direction was not always one that was
resolved during the training year. We have, over the past four

,-years, acquired a different perspective on time. For many of our
students their year with us is only a beginning and any evaluation

jot a one year training program should bUild in a follow-up pro-
cidure. We are constantly receiving "belated" feedback in the
eense that after graduating and working, the year on campus was

--;,fitting into a career or personal frame of reference for the
Person and he-was better able to understand his graduate program.

::`lit he could at least see its relevance.

For the staff, and perhaps for some of the trainees also,
_

the most anguishing issues had to do with questions'of authority,

mutual trust and self-reliance. Despite rather-aktensive efforts
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to specify in advance this program's particular point of view we
invariably admitted individuals whose belief systems and intereste-
Gig:Arty lay in other direotione. This discrepancy in the matching
of trainee and program philosophy was not always a problem par. "-

ticularly when students and staff were able to work out AtOmMO
dations to the other'. point of view, To a large extent our
prograst encouraged each person to develop his own learning plan
and in the majority of instances even when trainees and Staff
differed it was possible in this kind Of environment for an indi
vidual to pursue his own plan and still be part of the larger

group. The key to this kind of accommodation often depended on
the trainee's (and staff persons) view of authority, it has been-,
pointed out in the literature in developmental psychology that
young adults are often in conflict over the independence vs
dependence issue and we also found This to be true with certain
trainees,-

Since we advocated a "freedom to learn" model we were always
more comfortable with those trainees who wanted to avail them.
selves of opportunities to explore their learning needs and
who were,interested in discovering ways to share their resourees.
Occasional4(ye were faced with a trainee whose anger and frus
trationat what they perceived to be either authoritarian etencee-,,
by the ateff or an unwillingness on our pert to respond to their-
needs, No one is right in this kind of situation. All teachers
(and stOdonte)find themselves in learning environments with
others whera:the interpersonal attraction is less then desirable. 2

One es: our dvantages is that we have alwayo had sufficient staff
resources so that trainees could gravitate to those with whom
they were moat comfortable.

It seems inevitable that in a less "structured" program like
ours there will be some individuals (staff AL4 students) who move-
away from defining and specifying of their needs, interests and

resources, One needs to keep in mind that each of us i000 a
complicated existence and we can no longer isolate our time in
the classroom as the only learning time, During the four-years
of this project many staff members and trainees experienced great
personal upheavals and adjustments in their lives and their time
in the ?taster's program, while a large commitment of time and
energy, was only a part of their total experience. We have elWay$
tried to respect the dignity of each persou's position and
students have done the some with us. We have wanted to create-end'

be part of a living and learning environment-in which people couta,--
experience and learn from each other, 'this project wee only a
beginning, but it certainly reassured us once again of the-in
credible resiliency of adults end children and the potential for-
growth residing Within each of us,

At the very foundation of our graduate - program has been our
interest in reinvent preparation for teachers and meaningful 04. r=_

cation for troubled children. The question quickly-becomea; Can

the two go together? During the pait four years we have Olgqi;
mented With each of these aspects and have rarely beep able.-o-
put the too-together. "We continue to search -for meaningful

work and learning eittultioh that has as much Velelk,to-for-the
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adult as child, Initially we felt that by becoming part of an
Ongoing school program (in one elementary school) we could .tap

into a "real" situation. While it was real it was also not a
plate where many of the children and adult:: wanted to be. When we
created our own setting, many of the children came willingly but
not every adult wanted to be there physically or psychologically,
When children did come to our program they came with long histories

_of school failure and distrust of adults defined as teachers,
' They came, not necessarily with ideas of what they wanted to move
toward, but a clear notion of what they didn't want. Sometimes
the adult* and children clashed, because some of our people had
their own visions of what teachers teach and children learn. We
have here, then, three enormous problems. First, what constitutes
a "real" enough environment, something with sticking power for
adults and children. Second, we began with the most alienated
group of youngsters, many of them adolescents with little use for

.;-formal schooling but keenly attuned to learning and to hypocrisy
in adults, Third, even though we advertise this program as one
looking at alternative roles and approaches to learning we find
that our trainees enter with a predictably wide range of beliefs

about teaching and learning, Some might say that we err in the
aide of assuming we are all in the same "radical" position and
obviously.we are not. Our experience is showing us that one's
radicalization at least about schools tends to take place as one
becomes more personally involved namely in one's own job. Our
follow-up studies dramatically highlight that the majority of our
graduates are functioning in more open classrooms and settings.
Not in every instance would this have been predicted from their
training year with us.

And finally, the biggest issue of all: Is it possible to
start with a structure and point of view that says there are cer-
tain expectations and beliefs that are broadly defined, but beyond
this each of us will have maximum input into what happens? In

effect we began with only two major plans, one that our first
weekend together would be at a retreat setting in an encounter

_ -group and the other that we would be working with children ex-
eluded from school on a full or part time basis. Ideally, most

-,- people would probably find it "easier" to have a structure in
which-everything was decided in advance or nothing was prede-

,:terminedi As a staff we hold strongly to certain values and be-
-liefs and feel that education is suffering from not looking at

value issues. We are left with the puzzle of how to integrate
staff interests and values with those of our trainees, a dilemma

remarkably similar to that faced by classroom teachers and
ehildren in schools_everywhere.

One of the concerns raised about our approach has been our
moving out of the public schools and into the creating of our own

learning environment. This decision was not an impulsive one, but

.- rather grew out of our experiences during our first two years of

this project. At the end of our second year we wrote;

Our original intent was to conduct our training in an
ongoing school program. We were, and still are, perplexed
over the great distance between theory and-preetiee, The
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gap between what was being taught in university classrooms
and what prospective teachers were experiencing in the
public schools seemed to be enlarging, As a result our
plan had been to literally transplant the preparation of
teachers from the university to a public school, During
our first two years we had attempted to enter as fully as
possible the life of the public school, In all candor, we
have not been able to realize our goal nor is there evi-
dance that the public school personnel was satisfied, The
WWII, are complex and so even this previous statement
needs to be qualified,

During our first year in a public school, feedback
from the school staff indicated that those teachers with
Whom our trainees worked moat directly felt more positively
about both the trainees and this special project. The
school was larger than our second one and undoubtedly the
opportunity to seek out teachers whose beliefs matched ours
was greater than in our second school, During the second
year we actually comprised more personnel than existed in
the school,

The issues are too complicated to point a finger and
blame one group or the other, The problem was precisely
that we did remain separate groups and our goal of entering
as fully as possible into the life of the public schools in-
which we were located was not really approximated in either
school.

One conclusion we haVe reached is that our training
group and philosophy basically adhered to a set of values
which ran counter to the predominant beliefs of our cooper-
sting schools, In actual fact, this year we were again not
able to put into practice our point of view either about
the personal growth of adults or the kinds of relationships
we hoped to establish with children,

The enormity of the problem of developing a newer ap,
proach to teacher preparation and at the same time respond-
ing to a school environment holding basically a different
mkt of beliefs about children, claserooi organization, and
ehtld behavior proved insurmountable to us. In this respect
the publi0 School and our imp shared a similar concern,
They were attempting to conduct their school in ways in
which they believed and at the same time-they had to respond
to another stoup, Aur training group.

Based on our experiences in the public schools during
our first two years we have been led to the conclusion that
in order to develop and teat out our particular-point of
-view it would be necessary fonds to create our own Setting.
This information.will.bo contained in our third year report
and we will-particularly.f004 on the ways in which we main.
tarn close communication with schools, parents and community
agenOies.
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Closely related to our decision to create our own
setting has been the public schoolli reluctance to help
us identify children in need of assistance. Our decision
has been to focus on children excluded from public schools
On either a full or part time baste. In this way we would
have access to a population of children clearly in need of
a response in terms of their academic and interpersonal
sitJatioh, as well as a need for adults to respond as
advocate*.

While we are deeply concerned and often distressed about the
dehumanizing effects of public schools on troubled children we
have not taken the position of dismissing them out of hand. We
prefer to think in terms of alternatives and feel strongly about

special education's need to develop options within and outside Of
public schools. We are also in need of training environments
which encourage self-reliance and initiative, and give reign to
creative approaches for responding to children. The ultimate
opportunity for such aotivity can sometimes be found whenione IC
forced to fall back on one's own resources and to a Certain ex*
tent this was our thinking in developing our own Setting. In
addition, we began to develop over the years an increasingly
stronger committment to those children who had been put out of
school and had no place else to go.

Typically, college and university programs feel a strong
commitment to improving the state of public education. In our
case, we are more committed to responding to the children than to
any particular institutional pattern. While there are many pr)b
lems inherent in the creation of a setting there are an equal
number of benefits. Chief among these advantages is the poor-
tunity for much more direct involvement in the community by the
students and staff of a preparation program. On experience has
shown us that while there is no simple or single way to develop a
program for prospective teachers or for children. There are a
variety of options available to us. Such options are limited
only by our lack of vision and an unwillingness to engage in some
risk-taking of our own.

A Word To Our. Colleagues

We sincerely hope that in reading this account you are en.
couraged to consider some aspects of a personal growth approach
for your college students. We hold no brief for the best way to
do it, nor do we believe that such growth only occurs in our ap-
proach. What we really want to communicate is that for us the
joys have out-weighed the agonies, If students the world over
only realized that their professors were also victimized by the
sue self.doubts they have we might move fester toward mutuality
in learning environments. While some, of our graduates did not
feel this was the best program for them, the majority have left
feeling they took with them much of value to buiLlon.lhere is nosh.
ing quite so exhilarating for teachers as seeing "their" pupils
finding themselves and becoming hooked into a lifetime of learn.
ing. To those individuals who shared themselves with us-and
Wowed us to be part of their experience we are forever gret0461,
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Appendix

Staff Assigned Textbooks Utilized in Project over

FoUt Years

A. galASNISM

Biggs, Ea., and MacLean, J.R. Freedom to learn. 01 active
111jel.aeamestothaticl, Toronto, Ontario:
Ad ison-Wesley, 969.

Biggs, E.E. Hattematics for outer children. New York:
Citation Press, 1972,

Fader, D.N., and Shaevitz, H.R. Hooked on books, New York:
Barkley, 1966,

Chester, M., and Fox, R. RoleoLaving methods in the 01441.
room. Chicago, Ill.: Science Research Associates, 1966.=

Fox R., Luszki, M.B., and Schmuck, R. Diagnosing etas:mop
learning environments. Chicago, Science Research;
Associates, 1964,

Holt, J. What do I do Monday? New York: Dutton and Co.,
1970.

Jones, R.H. Fantasy and feeling in education. New York:
New York Univereity Press, 1968.

Sargent, 11,i The integrated day in an American School.
Boston, Mass.; National AssOciation of Independent
Schools, 1970.

Lee, D.M., and Allen, R.V. Learning to read through Invert
ence. (2nd Ed.). New York: Appleton-Century.Crofteo

Shaw, P. Science, New York: Citation Press, 1972,

B. Emotional Disturbance

Knoblock, P. (Ed.) Educational ptostrnoionall
disturbed children: thc decade ahead. Syracuse, New
York: Syracuse University Itess, 1965.

Lindner, R. The fifty-minute hour. New York: Bantam Books,,
1956.

Long, N.J., Morse, W.C,, and Newman, R.O. Conflict in the
Classroom: the education Of children with problag,
(2nd edition) Belmont, CalifoiniAi-Videwotth, 1971.



Red, F., and Woman, D. The agfitross ve child. New York:
Free Press, 1957.

Reik, T. with the third ear. New York: Pyramid
Books, 064.

Educatiogal Philosophy

Greer, M., and Rubinstein, B. Will the real teacher please
stand up?: A primer in humanistic education. Pacific
Palisades, Calif.: Goodyear Publishing Co., 1972.

Herndon, J. How to survive in your native land. New York:
Simon and Schuster, 1971.

Knoblock, P., and Goldstein, A.P. The lonely teacher.
Boston, Mass.: Allyn and Bacon, 1971.

Moustakas, C. The authentic teacher. Sensitivity and aware-
ness in the classroom. Cambridge, Mass.: Howard A.
Doyle, 1966.

Moustakas, C. Personal growth. The struggle for identity
and human values. Cambridge, Mass.: Howard A. Doyle,
1969.

Rathbone, C.H. (Ed.) Open education: The informal class-
room, New York: Citation Press, 1971.

Rogers, C.R. Freedom to learn. Columbus, Ohio: Charles
Merrill, 1969.

City Children

Brown, C. Manchild in the promised land. New York: Signet
Books, 1965.

Dennison, O. The lives of children. New York: Random
House, 1969.

Ginsburg, H. The myth of the deprived child: poor children's
intellect and education. Englewood Cliffs, N.J.: 1972.

Kohl, H. 36 children.

Taba, H., and Elkins, A.
Ally disadvantaged.
Co., 1966.

New York: New American Library, 1967.

kitsLauLtrirtecultur
Chicago, Rand McNally and
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